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Abstract
The purpose of this study was to explore preservice teachers’ sense of confidence
working with English Learners, and the ability to transfer that confidence to self-efficacy in
cultural competence. Specifically, the study evaluated an infused ESOL endorsement program
integrated into a teacher preparation program at a local Florida state college. The qualitative
study derived information from retrospective data from past assignments in two ESOL specific
courses required for students in two different programs, Elementary Education, and Exceptional
Student Education. Additionally, data were analyzed from semi-structured interviews in which
five preservice teachers participated.
Findings uncovered four major themes and multiple subthemes. 1. Cultural reflection
provides a lens into diverse students’ varying perspectives and the importance of knowing
yourself and your learners. 2. Cultural reflection leads to associating classroom culture with
incorporating students’ varied cultures into the classroom, helping to build a sense of cultural
competence. Two subthemes of this are: a. Considering diversity within curriculum for effective
teaching and learning and b. Promoting student learning by creating a safe environment of
respect that cultivates belonging and acceptance. 3. School-based experiences foster confidence
in cultural competence that begins to lead students toward self-efficacy. This theme produced
numerous subthemes: a. Social interactions and b. Academic interactions. These two subthemes
can also each be broken down into two more sub sections each: i. Experiences with K12 ESOL
students, and ii. Experiences with CCTs and colleagues. 4. Reflecting about successes and
challenges after instruction fosters cultural competence and nurtures self-efficacy.
v

Chapter One: Introduction
“Education is the most powerful weaponwhich you can use to change the world.”-Nelson
Mandela

Introduction
My career as an educator did not begin with a focus on second language learners. I
cannot even recall working with any English learners during my practicum or internship in an
elementary school. I completed a practicum in ESOL as part of my ESOL endorsement
requirements for my teacher preparation program, but at that time, there were very few schools
servicing English learners. The kindergarten classroom I worked in for my ESOL practicum had
only one student who qualified for ESOL. She was pretty much on track with the rest of the
kindergarten classroom and did not receive any extra help or need any accommodations. It was
not until my first year teaching where I encountered my first student learning English as her
second language who required extra resources. She did not speak any English at all and seemed
just as scared as I felt. I actually had a small group of English learners, at different levels, in my
class that first year. Throughout the year, my passion for working with these students grew and I
realized what a unique population English learners (ELs) was. That summer, I actively searched
for an English as a Second Language (ESOL) Specialist opening in the county where I taught,
and found a school that was just starting an ESOL program. I was offered the opportunity to help
pioneer the ESOL program for that school. During my time running this program, and teaching
ESOL to students in kindergarten through fifth grade, it became evident that students’ cultures
play a very large role in their learning.
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One example is the time I was working with fifth graders who were ESOL students born
in the U.S. and who I had been teaching since they were in 2nd grade. One student’s family was
from Mexico, and the other student’s family was from Albania. We were reading a Scholastic
article about ice cream for National Ice Cream Day. We came to a part about milkshakes and
both boys looked to me for clarification. Neither had any knowledge of a milkshake. When I
tried to explain that you make a milkshake by putting ice cream in a blender, they both asked
what a blender was. Both families cooked traditional foods at home and did not own blenders. I
did not know how to make this relevant to appliances they used at home. The next day I brought
in ice cream and a blender and we made milkshakes. Once my students saw the blender, they
were able to make a connection to the appliances their parents used. We talked about the
appliances that the students had at home that were similar, and what their mothers used them to
make. Showing those two students a blender and what we could use them for, and discussing
what they used that was similar, they were able to make connections to the appliance and better
comprehend the story. They would also remember what a milkshake was when they encountered
it again in a story or other situation.
After working with preservice teachers for a few years, teaching ESOL curriculum and
strategies courses, I came to understand that most preservice teachers view the pedagogy of
teaching English learners in a limited way, focusing on teaching English grammar and structure,
and not considering the whole child, and his or her culture. Even though culture was part of my
curriculum, it did not get as much attention as I wanted. I still received many assignments from
my students indicating they would translate as much as possible or provide bilingual dictionaries
to their ESOL students as the extent of their accommodations. I wanted to find a way to
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internalize the idea of culture within my students, so they could transfer that meaning to their
teaching.
The number and rate of English learners (ELs) coming into Florida classrooms is
growing rapidly, with more than 25% of Floridians living in homes where the dominant language
is one other than English. While most Floridians speak either English, Spanish or Haitian Creole,
nearly 150 languages spoken by immigrants from two hundred countries are represented in
Florida’s schools (Schultz, 2011). In many south Florida districts, the number of non-native
English speakers comprise the majority of families and students, and in some counties, all 150
languages are represented (Statistical Atlas, 2018). In order to be effective, teachers need both to
be well prepared and feel confident that they are well prepared to work with this diverse group of
students.
This sense of confidence, first labeled “teacher efficacy” more than forty years ago, is a
belief that “if I try really hard, I can get through to even the most unmotivated or difficult
students” (Armor, et.al, 1976). Just building confidence is not the only objective of promoting
efficacy, however. Shaughnessy (2004) reports that there are changes in the way teachers
perform if they have a strong sense of efficacy, “Teachers who set high goals, who persist, who
try another strategy when one approach is found wanting—in other words, teachers who have a
high sense of efficacy and act on it—are more likely to have students who learn” (Shaughnessy,
2004, pp. 156-157). This is a classic example of the Pygmalion Effect, or self-fulfilling
prophecy, referring to a 1965 experiment where researchers Robert Rosenthal and Lenore
Jacobson found that teachers’ positive expectations of their students had a corresponding effect
on students’ success (Caffrey, 2017). People generally rise to expectations, whether it be those of
others, or expectations or their own (Boser, Wilhelm, & Hannah, 2014).
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Jerald’s (2007) extensive review of the literature showed that there are specific, positive
teaching behaviors associated with teacher efficacy as well. He found that teachers who have a
strong sense of efficacy are more inclined to engage in planning and organization at advanced
levels, can more easily adjust when plans do not work out, and are more likely to consider new
ideas and methods to accommodate the individual needs of their students. Additionally, Jerald
found these teachers criticized students’ errors less, and made fewer referrals to special education
(Jerald, 2007).
There is also evidence that teacher efficacy can be related to teacher retention and
attrition (Hughes, 2012). Less certain is how that sense of efficacy can be developed in preservice populations that may have little experience with the diversity they will find in Florida
classrooms.
One promising practice in the area of teacher efficacy is the use of cultural self-reflection
as a means for raising preservice teachers’ awareness of cultural influences and preparing them
to interact with cultures other than their own in the school classroom. Preservice teachers for our
purposes are students in a teacher education degree program that leads to certification in
elementary education or exceptional student education. According to Gay and Kirkland (2003)
cultural self-reflection is explained as “thoroughly analyzing and carefully monitoring both
personal beliefs and instructional behaviors about the value of cultural diversity, and the best
way to teach ethnically different students for maximum positive effects” (p. 182). They go on to
explain that for teachers to “engage in these continuous critiques and efforts to make teaching
more relevant to diverse students, teachers need to have a thorough understanding of their own
cultures and the cultures of different ethnic groups, as well as how this affects teaching and
learning behaviors” (p. 182). Some scholars suggest self-reflecting on culture as one of the most

4

useful ways to prepare students prior to and during their practicum and internship experiences
(Bandura, 2018; Gay and Kirkland, 2003; Gibbs, 2003). English learners’ participation and
success in the classroom are shown to be connected to cultural differences (Samson & Collins,
2012). Self-reflection is essential to continuously critique and monitor personal beliefs about
culture and diversity, and how instructional decisions are impacted by these beliefs (Gay and
Kirkland, 2003). Reflecting and thinking critically about culture and diversity leads to
awareness. Teachers who become aware of cultural differences are better prepared to teach these
diverse students.
This dissertation attempts to determine if preservice teachers feel culturally competent by
the time they reach their final internship. Up to that point, preservice teachers have had multiple
opportunities to read about culture and diversity. Through two stand-alone ESOL courses; TSL
3080 (TSL is the course code for teaching English as a second language), ESOL Issues:
Principles and Practices I, K12, and TSL 4081, ESOL Issues: Principles and Practices II, P12,
along with integrated coursework in other classes, preservice teachers have several chances to
reflect on culture and diversity, both their own and that of their future students and classrooms.
They work on specific assignments for English Learners (ELs) in the TSL courses (TSL 3080
and TSL 4081) and integrated assignments that address ELs in almost all other courses
throughout the program. In TSL 3080, preservice teachers consider their ideas of diversity and
thoughts about their own cultures through classroom activities and an assignment designed to
promote cultural self-reflection. In TSL 4081, which is usually taken in conjunction with a
practicum course where students spend 60-90 hours in the classroom for elementary education or
exceptional student education, preservice teachers have opportunities to extend their self-
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reflections on culture in a discussion, and through assignments that correspond to practical
applications of cultural competence to teaching and learning in the classroom.
The meaning of culture encompasses different connotations to different people. Gay
(2002) found that culture incorporates a variety of things considered important for teachers.
“Among these are ethnic groups’ cultural values, traditions, communication, learning styles,
contributions, and relational patterns” (p. 107). The National Education Association (NEA)
(2018) published an online Diversity Toolkit that defined diversity as “the sum of the ways that
people are both alike and different” and continued by explaining, “While diversity itself is not a
value-laden term, the way that people react to diversity is driven by values, attitudes, beliefs, and
so on” (para. 1). Diversity includes ethnicity, but also encompasses things like gender, class,
religion, and culture. The NEA (2007) explained culture as:
The sum total of experiences, knowledge, skills, beliefs, values, and interests represented
by the diversity of students and adults in our schools. While culture is often defined and
perceived by schools as the celebration of important people, religions, traditions, and
holidays, as well as an appreciation of the customs of different groups, it is also more
than that. Culture is as much, or as little, as the everyday experiences, people, events,
smells, sounds, and habits of behavior that characterize students' and educators' lives.
Culture shapes a person's sense of who he or she is and where he or she fits in the family,
community, and society. (NEA, 2007, Ch. 2, p. 1).
Becoming aware of individual and cultural perspectives can help preservice teachers find
a way to relate content to their students. Relating teaching and learning to a student’s own
culture and experiences helps to make the content relevant to him or her and is essential for
making connections. Ladson-Billings (2009) elaborates on cultural relevance, stating
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“…culturally relevant teaching uses student culture in order to maintain it and to transcend the
negative effects of the dominant culture…brought about, for example, by not seeing one’s
history, culture, or background represented in the textbook or curriculum or by seeing that
history, culture, or background distorted” (p. 19).
While diversity in our classrooms is increasing, the U.S. Department of Education (2016)
reports that the current population of teachers is much less diverse than the population of
students. There is a need for teachers to understand the nuances of various cultures and how they
affect learning. A study by Van Hook (2002) found that most preservice teachers are middleclass, Caucasian females, with inadequate experiences of exposure to diversity. Keengwe (2010)
identified the necessity of preservice teachers to have the ability to work with diverse groups
represented in future classrooms and asserted that acknowledging cultural differences of students
is critical for increasing learner success academically. Additionally, many argue that training
preservice teachers to become culturally competent is more complex than just instructing them in
pedagogy and that gaining some self-awareness is how we start to institute cultural competence
in preservice teachers (Pope, Reynolds, & Mueller 2004, Smith 2005, and Gilbert, 2005). Gilbert
(2005) maintained, “When self-awareness or a racial consciousness is established, regardless of
racial or ethnic background, a heightened sensitivity and awareness occurs toward the issues
minority students experience and voice. As a result, we are in a better position to deliver
enhanced cross-cultural services” (para. 5). Self-awareness seems to be the key.
Culturally responsive pedagogy is teaching in a way that utilizes students’ own
experiences and cultures in their learning in order to make content relevant. Just like the
milkshake story above, children need to be able to relate to the content being taught to them in a
way that makes sense based on their own experiences in life. Without that connection, or
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relevance to their lives, they cannot scaffold new information. Keengwe’s (2010) study found the
following:
Diversity is about raising personal awareness about different cultural categories of
individual differences, and how these differences enhance or hinder the ways students and
teachers generally interact with each other. Every teacher needs to learn effective teaching
centered on diversity of their students. Specifically, teachers need to engage in selfreflections about their own biases and develop respect for the differences, and the
willingness to approach teaching from a multicultural perspective. (p. 203).
The number of English Learners (ELs) has been continuing on an “upward trend for the
last decade” (Education and Information & Accountability Services, 2013, p. 1). The Florida
Department of Education web site (2019) shows ELs in Florida, ranked 3rd in the nation for EL
population, to total more than 265,000. With classrooms becoming more and more diverse,
teachers have had to adjust to the changes. For new teachers with little experience in making
instruction relevant to wide-ranging groups of learners, this can be especially challenging. In an
EL report for the Center for American Progress, an independent institute that is considered
nonpartisan, Samson and Collins (2012) outlined some essential knowledge for teachers of ELS,
which involved valuing cultural diversity in a variety of ways, including:


ELs typically face multiple challenges in the transition from home to school as
most are from culturally diverse backgrounds. Schooling experiences should
reaffirm the social, cultural, and historical experiences of all students.



Teachers and students should be expected to accept, explore, and understand
different perspectives and be prepared as citizens of a multicultural and global
society. (p. 12).
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Teachers need to know how to make content relevant to all learners, scaffolding on their
strengths and prior knowledge. Elementary teacher education programs today graduate teachers
with an ESOL Endorsement in addition to their teacher certification (Wheeler and Govoni,
2014). With this growing population of English Learners, school leaders need teachers who can
build students’ English proficiency and because most new teachers are endorsed in ESOL,
principals could reasonably expect that their teachers know how to make content relevant to
diverse learners. Teachers qualified with the ESOL Endorsement through a state approved
teacher education program have completed academic courses, meeting competencies set by the
state, and field experiences with ELs to prepare them. Practicing teachers who have already
completed a teacher education program before ESOL was added and wish to add the ESOL
Endorsement, can complete training by taking ESOL endorsement specific classes through their
districts or as graduate certificates offered through some universities. Section IV of the Florida
Consent Decree (1990) established requirements for teachers to become ESOL endorsed.
Teachers earning this endorsement have gone through either a thorough training in a teacher
education program, meeting state competencies to show mastery, or have taken five stand-alone
courses in ESOL training required by the state of Florida.
Background
Due to the increase of diversity in the classroom, and the growing need for culturally
competent teachers, it is important to begin with how the Florida Department of Education
mandates rights of English learners. In addition, an understanding of how teaching English
learners is addressed in teacher preparation programs is critical in researching effectiveness.
In 1990, the Florida Consent Decree, Florida’s basis for teaching ELs, addressed the
rights of English Learners for fair and equal education through comprehensible input (Florida
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Consent Decree, 1990). The Florida Consent Decree (commonly referred to as the Consent
Decree) ordered “WHEREAS, the parties of the above-entitled action have agreed upon a
SETTLEMENT AGREEMENT embodying actions and policies to be undertaken regarding
Plaintiff children’s rights to equal education opportunities” (p. 1). Comprehensible input refers to
the input (or comprehension) hypothesis, first introduced in the 1980’s by linguist Stephen
Krashen (2017). This hypothesis states that comprehension of a message is necessary for
language acquisition to happen. It is not enough to simply teach content, providing input. The
comprehension piece must be there for it to be equal. Students must have the tools available to
comprehend the content in order to acquire the language. Students learning English as a second
language, and not proficient in English yet, have different tools than native English speakers. In
response, the Florida Department of Education mandated requirements for teachers to become
certified or endorsed in ESOL. Current teachers who are not endorsed in ESOL have up to five
years from the first time they have an EL in their classroom to complete courses earning their
ESOL endorsement. Traditional academic teacher certification programs now provide courses
that earn students an ESOL endorsement through the degree coursework. In 1998, Florida
Atlantic University was granted approval for the first elementary education with an integrated
ESOL endorsement program, the ESOL Integration Curricular Model (EICM), and by the 20002001 school year, freshmen choosing a teacher education program as a major were required to
meet the mandates set forth by the Consent Decree (Wheeler and Govoni, 2014). EICM,
developed by Gloria Pelaez at Florida Atlantic University, included a minimum of two standalone courses with the rest of the ESL standards infused through other program courses (Govoni,
2011).
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Although preservice teachers now have the opportunity for numerous experiences
working in classrooms with diverse students, many researchers agree that new teachers lack
proficiency in cultural competence, leaving them unprepared to teach in today’s globalized
classrooms (Nadelson et al., 2012; Keengwe, 2010). Chan (2017) claimed that even though
teachers are now trained to be culturally aware and recognize differences in students’
backgrounds, there seems to be no clear direction with “how best to acknowledge this diversity
in a school context” (p. 323).
Problem Statement
To continually grow as educators, it is critical to regularly evaluate courses taught and
teaching methods used along with student success. The elementary education and exceptional
student teacher education programs at a small Florida state college produce certified teachers
endorsed in ESOL. The question is, how prepared are they for the diverse classrooms they will
certainly face?
The broad problem is how to develop that sense of efficacy that can lead to cultural
competence in pre-service populations who may have little experience with the diversity they
will find in Florida classrooms. While we cannot be sure of instructional practices that might
produce “culturally competent” teachers, I wanted to find the instructional practices that foster
cultural competence in teacher education graduates.
There are convincing arguments in the literature of the value cultural self-reflection has
for preservice teachers’ sense of efficacy, and that cultural self-reflection and awareness
promotes cultural competence in a way that preservice teachers can apply to planning for
effective culturally responsive pedagogy (Pope, Reynolds, & Mueller 2004). Preservice teachers
who reflect on their own culture develop more cultural competence over time.
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Without perspective, and an awareness of perspective, teachers cannot understand the
social, racial, or socioeconomic cultures of others. Research tells us that teachers could employ
more appropriate and effective instruction using culturally responsive strategies (Tonbuloglu,
Aslan, & Aydin, 2016). Making assumptions about students’ background knowledge or prior
experiences, even innocently out of ignorance, inhibits how we connect with students and others
in a way that might otherwise be unaffected by bias (Archambault, n.d.). Teachers who have not
taken the time to reflect on their own beliefs, do not realize their biases. Chan (2017) examined
the experiences of two teachers at a diverse school. Even though they did an exceptional job in
creating multicultural curriculum, they were still challenged when confronted with working with
students and families that held differing beliefs and views on education. She maintained the
actual process of “acknowledging culture in the curriculum is complicated” (p. 326). Therefore,
while multicultural curriculum is crucial today, the teacher delivering the curriculum is still what
matters most. Teachers need to be able to understand how their students make meaning based on
their own experiences, perspectives, and cultures.
Framing, referred to in Sleeter & Stillman (2017), as the “degree to which teachers and
students have authority to bring their own questions, points of view, organization, and pacing to
the curriculum” (p. 288), is generally difficult for new teachers to maneuver. New teachers rely on
standards-based curriculum and readymade lessons, largely to help guide them through the
inexperience of developing meaningful lessons while meeting the state standards. Although
acquiescence to the standards is enforced through district pacing or curriculum guides, and testing
and accountability, more experienced teachers can navigate additional individualized instruction
for their students. To try to “respect the full range of human talents” as Noddings (2017)
recommends, we must give new teachers more time and practice to become familiar with
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curriculum. Valenzuela (2017) coined the term “de-Mexicanization” and the concept of
“subtractive schooling” referring to a practice where schools “’subtract’” cultural resources from
students” by “devaluing students’ culture and language” (p. 267). In essence, schools that do not
value an ELs acquisition of a second language and culture as a resource and use the diverse
experiences they bring to add to and scaffold new learning, actually “subtract” from the student
his or her original culture and language.
This is also a problem for all stakeholders in education because teacher retention is
directly related to teacher efficacy. Hughes (2012) stated, “Teachers’ decisions to remain in
teaching are also impacted by their perceptions of effectiveness with their students” (p. 246-247).
It is critical to understand if preservice teachers’ self-efficacy would increase if they had more
opportunity to reflect on their own ideas and perspectives on culture. Bandura (2018) stated, “A
major feature of the exercise of agency through metacognitive self-reflection is judgment of
one’s efficacy. This core self-belief is the foundation of human aspiration, motivation, and
accomplishments” (p. 133). Shi (2017) said “EFL teachers can innovate teaching with the
characteristics of personal style and teaching ideas in the classroom to enhance professional
satisfaction and self-confidence” and “The imitation and innovation of EFL teachers in practice
can improve their professional satisfaction and self-confidence” (p.1061). Improving selfefficacy promotes innovation in the classroom.
A greater understanding of where students’ values come from and how they are shaped
throughout life may provide more efficacy in teaching students from various backgrounds.
Researching this problem may result in teachers who are better prepared to teach in a global
society, and effectively increase teacher retention.
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Purpose Statement
The purpose of this study was to explore preservice teachers’ sense of confidence
working with English Learners, and the ability to transfer that confidence to self-efficacy in
cultural competence. Specifically, the study evaluated an infused ESOL endorsement program
integrated into a teacher preparation program at a local Florida state college. Shaughnessy (2004)
defined teachers’ self-efficacy as “their perceptions about their own capabilities to foster
students’ learning and engagement” as opposed to “teacher effectiveness” (p. 154). Moreover,
Protheroe (2008) agreed that researchers use the term “teacher sense of efficacy” to imply a
“sense of competence” rather than a detached assessment of tangible competence (p. 43).
Efficacy somewhat affects how much effort a person decides to put into a task. More effort is
made when there is a better sense of self-efficacy (Bandura, 1977 & 1982), and people with little
or no self-efficacy tend to avoid the effort all together (Bandura, 1997).
I conducted my study in a small Florida state college. As part of their program, preservice
teachers in this program are required to take two courses that specifically address the needs of
English learners; TSL 3080 ESOL Issues: Principles and Practices I K12 and TSL 4081 ESOL
Issues: Principles and Practices II P12. Students in the College of Education typically take the
first TSL course (TSL 3080) during their first or second semester in the college of education,
when they are juniors in college. It is worth noting that at this point in their program, most
students typically have little to no experience working with K12 students. Retrospective data
from pre and post surveys (Appendix A) from the previous semesters, regularly collected for
course evaluation and development purposes, were used to provide information about preservice
teachers’ confidence in their own ability to teach English learners, before and after their
experiences in the first (TSL 3080) course. The online surveys are optional, for extra credit.
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Historically, almost all students complete the surveys. In addition, two other regular course
assignments, the Cultural Refection assignment (Appendix B) and the Family Engagement
Presentation (Appendix C) were used as references and discussion points during the final
interviews, for the preservice teachers to recall their initial thoughts on culture.
For the second TSL course (TSL 4081), typically taken by seniors in the semester
immediately before their final internship, students have many assignments that address culture
and cultural competence. A new cultural self-reflection (Appendix D), this time as a guided
discussion, a tutoring assignment (Appendix E), where students have the opportunity to work
with K12 ESOL students supporting English proficiency, and a case study assignment (Appendix
F), also afford preservice teachers the opportunity to explain how they used culturally responsive
pedagogy to relate the ESOL students’ experiences to their learning, include reflections of
culturally relevant pedagogy they observe in the classroom and the school, and make
suggestions. We discussed the overall survey results in a general way from the first TSL course
to see if they had any insight about why preservice teachers seem either more or less confident in
their abilities to work effectively with ELs, based on the complete results of the surveys. The
expectation is that students will display higher self-efficacy in cultural competence at the end of
the course, and that students are able to attribute that confidence to the cultural readings and
reflections, and to their deeper awareness of culture as they work with K12 ESOL students.
The course assignments from both past TSL courses and referenced above, were used as
discussion points for speaking with students, discussing them at interviews in a general sense.
Two required assignments in which preservice teachers work directly with ESOL students in a
K12 setting include questions to promote cultural self-reflections by the preservice teachers. The
questions were used as an attempt to determine if preservice teachers were able to apply (or feel
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they are able to apply) cultural competence to actual strategies used with students and how those
applications were made. These assignments are part of regular course assignments meeting a
TESOL standard from the Council for the Accreditation of Educator Preparation (CAEP):
Domain 1: Culture (Cross-Cultural Communications) Standard 1: Culture as a Factor in
ELLs’ Learning. Teachers will know and apply understanding of theories related to the
effect of culture in language learning and school achievement for ELLs from diverse
backgrounds. Teachers will identify and understand the nature and role of culture,
cultural groups, and individual cultural identities. (Florida Department of Education,
2010).
This critical standard addresses the effects of culture in language learning, specifically
how preservice teachers will know how to apply their understanding of the related theories.
Cross Cultural Communications and Understanding is the one of the courses offered by most
districts and taken by most teachers. A study in three districts by Simmons (2009) found, through
50 instructor surveys, that the treatment of this course was “superficial” and trainers “discussed
how various cultures differed in grooming, gestures, health, and family ties, but never attempted
to teach participants how to take these understandings and tailor them to create lesson plans that
take advantage of diverse student backgrounds” (Simmons, 2009, p. 122). With these
assignments, we hoped to give preservice teachers the opportunity to apply their learning in the
classroom.
Nature and Significance of the Study
Research in teacher preparation programs is growing. The importance of researching
preservice teacher experiences in teacher preparation programs cannot be overstated. Teacher
retention is critically low, and teacher attrition high. At the beginning of the 2018-2019 school
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year, the Tampa Bay Times reported that there were still about 3,000 teaching vacancies
statewide, up from about 2,400 the year before (Solocheck, August, 2018). Cited in the article is
Cathy Boheme of the Florida Education Association, stating to the state Board of Education, ‘We
are very concerned about the growing teacher shortage’ and ‘this is a problem we must address’
(p. 1). Another recent Tampa Bay Times story reported Hillsborough County Schools had 152
advertised vacancies for 50 schools the week the story published, which was halfway through the
school year (Sokol, December, 2018).
The profession of teaching has become less attractive for many reasons. Teaching has
become more politicized in recent years, especially in Florida with the growing popularity of
charter schools and school vouchers. Florida requires professional certifications with required
exams that can be costly for many, and still average teacher pay in Florida is one of the lowest at
$47,744, ranking just 43rd in 2017 (Cervenka 2018). Retaining qualified teachers is critical.
Carver-Thomas & Darling-Hammond (2017) estimated that turnover contributing to shortages
could produce costs of about $20,000 per teacher, as well as hinder student success at those
schools.
Dupriez, Delvaux & Lothaire (2016) found international data which ascertains that after
only a few months, a high percentage of new teachers leaves the profession each year.
Furthermore, they found multiple studies showing that there are higher instances of teacher
attrition in schools that have more diverse students overall (Dupriez, Delvaux & Lothaire, 2016).
After conducting a longitudinal study of all beginning public school teachers for the National
Center for Education Statistics Institute of Education Sciences, Gray & Taie (2015) found that
“among all beginning teachers in 2007–08, 10 percent did not teach in 2008–09, 12 percent did
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not teach in 2009–10, 15 percent did not teach in 2010–11, and 17 percent did not teach in 2011–
12” (p. 3).
Teacher preparation pathways have been shown to affect attrition. Teacher attrition
transpires early on for teachers and novice teachers are most affected (Faez & Valeo, 2012), and
teachers with more traditional teacher education (bachelor level degree in education) experiences
are less likely to leave the profession than teachers with alternative certification routes (Boyd,
2011; Carver-Thomas & Darling-Hammond, 2017). Teachers in traditional programs typically
gain more practical experience in the classroom through multiple classes that require schoolbased hours, two practicums, and a final internship. Alternative teacher preparation programs are
condensed and usually do not include as many school-based hours for practice, and sometimes
only one practicum. Alternative programs have less time for preservice teachers to apply the
theory they learn. There is a strong link between teacher turnover and teacher preparation.
Rochester et al. (2018) found that “Courses that emulate as closely as possible the real classroom
experiences PSTs will encounter when they become teachers can help them transition into a
professional community of learners” (p. 16). Teachers taking more methods courses in traditional
teacher preparation pathways, reported feeling generally better prepared to handle a variety of
teaching responsibilities (Carver-Thomas & Darling-Hammond, 2017).
With the growing number of English learners, cultural competence and culturally
responsive pedagogy need to be studied more. Teacher resiliency is described by Soulen & Wine
(2018) as teachers having the skills to “adjust to diverse situations and to increase competence in
the face of adverse conditions” (p. 81). Influenced by socio-cultural factors, teacher resilience is
developed through self-efficacy. Teacher self-efficacy is essential in retaining teachers.
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Nadelson, et al. (2012) proposed that “terms such as multicultural education, teacher
efficacy, teacher attitude, and teacher experience can have multiple meanings. The dynamic
nature of cultures within societies suggests that definitions of these constructs may shift over
time” (p. 1185). Teachers who have a good foundational idea of their own beliefs and culture
may be better prepared to transfer their understanding over time along with society. These
teachers will also likely be more apt to help their students make the connections between
students’ own culture and new information to be more successful overall (NEA, 2007). Liddicoat
(2009) reasoned that the context of communication comes from “culturally based code” thus the
meaning is shaped by the perspective of the culture (as cited in Huang, Dotterweich, & Bowers,
2012). Perspectives shape how we “see” and process new information to learn. Incorporating
multiple perspectives into curriculum is essential for learners to make connections. Teachers who
understand their own cultural background are more self-assured when implementing
multicultural aspects into learning experiences.
Research Questions
For this study, I employed a qualitative research method within a case study, to examine
preservice teachers’ perceptions of self-confidence in teaching English learners, and selfreported application of culturally competent strategies while working with ELs. Preservice
teacher sampling came from past sections of a stand-alone TSL (TSL 4081) course in a small
Florida state college.
Assignments from TSL 4081, the Cultural Discussion (Appendix D), a guided discussion,
the SBN Tutoring assignment (Appendix E), where students have the opportunity to work with
K12 ESOL students supporting English proficiency, and the SBN Case Study (Appendix F),
were used as retrospective data and coded to analyze. I shared and discussed the overall survey
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results (Appendix A) and assignments from the first TSL course, The Cultural Reflection and the
Family Engagement Presentation (Appendices B & C) with the students to see if they had any
insight about why preservice teachers seem either more or less confident in their abilities to work
effectively with ELs, based on the general results of the surveys. Using a semi-structured
interview format (Appendix K) I discussed the courses and assignments with students, and asked
them to reflect on these assignments as part of their encompassing experiences.
The TSL 3080 survey results used as retrospective data were already gathered for student
and course evaluation by the ESOL faculty. TSL 4081 retrospective assignment data were
originally used as course assignments. Students who have completed both TSL courses were
contacted through email by the investigator. They were invited to participate in this study
through an interview to help evaluate the effectiveness of the ESOL integrated program, and also
as a part of my dissertation. Students who agreed to an interview received and signed a letter of
informed consent.
The research questions that guided this study were:
1. In what ways does cultural self-reflection and awareness of one’s own culture affect selfconfidence in cultural competence?
2. Can preservice teachers make the connection from their confidence to self-reported selfefficacy in cultural competence?
3. In what ways does self-efficacy in cultural competence seem to transfer to the classroom
when working with ELs, based on a reflection after working with K12 ESOL students?
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Definitions and Acronyms
BICS-Basic Interpersonal Communicative Skills: A term made popular by Jim Cummins in
1979 that refers to types of language proficiency, in this case, social language skills typically
learned within 3-5 years. (Cummins, 2000).
CAEP: Council for the Accreditation of Educator Preparation. The accreditation foundation
responsible for educator preparation accreditation. (TESOL, 2010).
CALP-Cognitive Academic Language Proficiency: A term made popular by Jim Cummins in
1979 that refers to types of language proficiency, in this case, academic language skills typically
learned after 5-7 years. (Cummins, 2000).
EL-English Learner and EL-English Language Learner: “An individual who is in the process of
actively acquiring English, and whose primary language is one other than English. This student
often benefits from language support programs to improve academic performance in English due
to challenges with reading, comprehension, speaking, and/or writing skills in English. Other
terms that are commonly used to refer to ELs are language minority students, English as a
Second Language (ESL) students, culturally and linguistically diverse (CLD) students, and
limited English proficient (LEP) students” (Bardack, 2010).
ESE-Exceptional Student Education: Exceptional student education programs for students ages
3 - 21 who have disabilities and students who are gifted (Florida Department of Education,
2018).
ESL-English as a Second Language: (see EL)
ESOL-English for Speakers of Other Languages: Students whose first language is not English,
and are in the process of learning English.
LEP-Limited English Proficient: (see EL)
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TESOL- Teaching English to Speakers of Other Languages: Addresses teaching English as a
foreign language to students in another country who will not use English in their daily lives, as
well as teaching students English who will use it daily and eventually for academic purposes.
(TESOL, 2010).
Cultural Competence: Having the ability to use one’s own awareness of cultural identity along
with general knowledge, to build connections through the cultural differences of others.
(Keengwe, 2010).
Culturally Relevant Teaching: Teaching that “…empowers students intellectually, socially,
emotionally, and politically by using cultural referents to impart knowledge, skills, and attitudes”
(Ladson-Billings, 2009, p.20).
Culturally Responsive Pedagogy: Student-centered teaching where the students use their own
past experiences and prior knowledge to make connections to content. (Samuels, 2018).
Multicultural Curriculum: Curriculum that considers the needs and characteristics of the child,
family, and the “particular cultural and societal needs of the community” (Robels de Melendez
and Beck, 2013, p. 174).
Multicultural Education: The National Association for Multicultural Education (2019) defined
multicultural education as “the belief that students and their life histories and experiences should
be placed at the center of the teaching and learning process and that pedagogy should occur in a
context that is familiar to students and that addresses multiple ways of thinking. In addition,
teachers and students must critically analyze oppression and power relations in their
communities, society and the world” (para. 3).
Pedagogy: The practice of teaching, including theory. Pedagogy is teaching, along with the
metacognitive aspects of teaching and learning through our environment. (Smith, 2016).
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Preservice teacher: An adult student in a teacher preparation program. Preservice teachers
practice teaching under the supervision of a professional teacher.
Chapter Summary
The purpose of this case study was to evaluate an ESOL Endorsement program within a
Florida teacher preparation program, to determine if preservice teachers felt they were able to
develop cultural competence by reflecting on their own culture and their students’ cultures, and
if they began to apply, and could identify, culturally responsive pedagogy while working with
ELs in the classroom. This was completed through semi-structured interviews, and analyzing
three past assignments from the TSL 4081 course, to determine if they could self-identify how
they apply culturally responsive pedagogy while working with EL students in a classroom. In
this global age, teachers need to find a way to make content relevant to their growing population
of diverse students.
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Chapter Two: Literature review
"Education is not preparation for life; education is life itself."-John Dewey

Introduction
It is incumbent upon us as educators to stay current in best practices of teaching and
learning. We seek out opportunities to learn new strategies and welcome ways to improve our
practice. What best practices look like today, however, are drastically different than when I first
began a teaching career just a little more than a decade ago. I graduated with my Master’s in
Education with an ESOL endorsement, but really did not have much experience with what ESOL
instruction was. My program was an alternative teacher preparation program where coursework
was accelerated, and I had less time in the classroom. The classroom where I completed my
ESOL hours had one EL and no accommodations other than extra time.
I did not truly get the sense of what teaching ELs was about until I had my own
classroom with a handful of ESOL students, one of which spoke no English at all. Even then, I
was more focused as a new teacher to get those students to grade level. I was only looking at
them through a limited lens of what they were tested on throughout the year. What did they need
to know to be grade level? For a while, I just checked off grade-level milestones as we went
along. I did not think about if they were making real connections to any of the content, or why
that would matter. I did not think of their unique and distinct experiences that could be used to
build meaning and knowledge. If they were struggling with grade level work, I used the
resources the school provided to guide instruction. I did not build on what they did know or
attempt to make concepts relevant to them personally. I was inexperienced and naïve. As I
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worked with these students throughout the year, I slowly started to realize how their own prior
knowledge and past experiences critically mattered to their understanding of new ideas. It took
time, but as they made new connections to content through our shared classroom experiences, I
figured out that teaching this population was more involved than just memorization and
repetition.
Our classrooms are becoming more diverse and teaching from multiple perspectives is
critical for student success and therefore essential for preservice teachers to understand and be
equipped for teaching ELs. As Nadelson et al. (2012) found, “The increased exposure to
multicultural situations may be influencing attitudes toward diversity, trumping personal
characteristics as variables significantly associated with perspectives of diversity” (p. 1203).
Through this study, I want to look at the perceived self-efficacy in cultural competence of
preservice teachers through personal self-reflection. Part of changing the landscape of teacher
education is looking back at the history and mandates of teaching ESOL, how constructivism and
sociocultural theory, along with attitude and attribution theory, all fit together to become best
practices. Another aspect is how teacher self-efficacy and teacher reflection fit in and affect
cultural competence and educational innovation.
A Historical look at ESOL Reform
Florida Consent Decree.
The Florida Consent Decree (1990) was developed to protect the basic civil rights of
English Language Learners, mainly by ensuring equal access to education through
comprehensible instruction. The outcome of arbitration stemming from a lawsuit between the
League of United Latin American Citizens and the Florida State Board of Education, the Florida
department of Education (FLDOE), and the Commissioner of Education, the Florida Consent
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Decree maintained that schools requiring students to speak English before being able to learn the
content was not equal education. Content in English was incomprehensible to students not
proficient in English. Necessitating students have proficient English language skills to gain
access to content was not providing equal education. English is not the official language of the
United States, as the United States does not have an official language. Just because the same
instruction was given to all students in school, it did not mean the education was equal. Equal
access to education meant the instruction had to be comprehensible to all students.
To address these inequalities, the Consent Decree addressed six specific areas to focus on
to provide equal access to education.
The six main sections of the agreement are:
1.

Identification and Assessment

2. Equal Access to Appropriate Programming
3. Equal Access to Appropriate Categorical and Other Programs for (Limited
English Proficient) Students
4. Personnel
5. Monitoring Issues
6. Outcome Measures (Florida Consent decree, 1990).
For this study, personnel is the section that applies. The personnel section addresses
teachers and teacher education.
Personnel.
It is important to understand the role of personnel and how it applies to Equal Access to
Appropriate Programming in respect to teacher efficacy and effectiveness. Section IV of the
Florida Consent Decree established terms for teacher training and certification. This section
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includes requirements for teachers of English learners based on their roles in the schools.
Elementary and reading teachers have different requirements than content specific teachers. Art,
music, and physical education teachers, along with specialists such as guidance counselors,
media specialists, and administration are also distinguished in training requirements. The ESOL
Competencies for teachers are separated into five main content areas of ESOL: Methods,
Curriculum and Materials, Cross-cultural Communication, Applied Linguistics, and Testing.
(Florida Consent Decree, 1990). This applied to then current K12 teachers, and at this time, did
not include teacher education programs.
Teacher Preparation Programs-TESOL Infused Model.
While the decree specified requirements for K12 teachers of ESOL students, it did not
include or provide any direction for teacher candidates in teacher preparation programs. This
silence meant it was up to the districts to interpret and comply with the mandate, training current
K12 teachers in ESOL.
Established in 1966, the TESOL Organization, Teachers of English to Speakers of Other
Languages, Inc., is an independent professional organization. The TESOL Organization was
created to bring together administrators and teachers of all areas and levels to collaborate in
teaching ESOL students (Alatis, n.d.). Where ESOL (English for Speakers of Other languages)
generally refers to students learning English as a second language, TESOL refers to the teachers
of these students. In 1997, although ESOL training in teacher preparation programs was not
mandated yet, the Florida Education Standards Commission recommended requirements for
them (Govoni, 2011). The national TESOL Organization also created a set of English as a
Second Language (ESL) standards that were intended to guide teacher preparation programs and
better prepare teachers to work with ESOL students. ESL standards proposed were never
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projected as a way to turn teachers into ESOL specialists, but rather to help them become better
able to provide effective instruction to English Learners within a general education classroom
(Govoni, 2011).
A stand-alone course is a course with emphasis on one specific aspect. It can be taken in
conjunction with other courses that somewhat relate, or it can be taken in isolation. Although
there are were many TESOL stand-alone programs at the time, in 1998, Florida Atlantic
University was the first institution in Florida to offer an integrated curriculum where students
enroll in elementary education methods courses infused with ESOL competencies in addition to
studying in one to three specialized ESOL courses. The ESOL Competencies were integrated
into assignments within the other general education courses. Preservice teachers also received at
least one field experience focusing on ESOL students. Students graduating from this program
earned an ESOL Endorsement with their Elementary Education Teaching Certificate, and were,
by popular belief, prepared to meet the diverse needs of their English learners in the classroom
(Bristor, Pelaez, & Crawley, 2000, p. 27). The Florida Department of Education (FLDOE) notes
on its website, “an endorsement is a rider on a Florida certificate with a full subject coverage and
denotes a particular expertise in an instructional level or methodology” (FLDOE, 2018, para. 3).
Schools who hire teachers with the ESOL endorsement should be able to reasonably assume they
are prepared in the field of ESOL.
By 2003, revisions were made to the Consent Decree adding hours to the mandates for
some school personnel who were not Elementary, ESOL, Reading, or English teachers, and also
added an academic hours’ requirement to teachers who passed the ESOL Certification exam and
wanted ESOL Certification (Stipulation Modifying Consent Decree, 2003). The FLDOE had 30
days to inform districts to create procedures for meeting the terms.
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Since 2004, teacher graduates from Florida approved teacher preparation programs in
Elementary, ESE, and Reading education, had to have ESOL training, and in 2006, ESOL
Competencies and Standards were aligned to create a bridge of expectations (Govoni, 2011). In
2009, The TESOL/CAEP P-12 Standards for Teacher Education Programs were updated to
further clarify some standards and performance indicators, and to reflect current best practices.
(TESOL International Association, 2010). This still left secondary and content area teachers, like
science and math teachers in middle or high school, without an Endorsement or Certification,
and little mandated training in TESOL.
New Common Core standards adoption for Florida in 2010 included listening, speaking,
reading, and writing to be integrated through all content area standards. The Florida State
Standards adopted in 2014 also emphasized language skills in content area instruction.
Fundamentally, all K-12 course descriptions now include Literacy Standards for all students.
This is good news for English Learners. Secondary content area teachers other than ESOL,
Reading, or English teachers, are only required to take one of the five ESOL courses (3 academic
credits or one 60-hour district component) to comply with the Consent Decree. They are not
required to take any more or gain ESOL Certification or an Endorsement. It seems inadequate
that a teacher trained in science or math, not in language, is expected to be responsible for the
four language skills now included in content standards with little training.
Research from the Education Information & Accountability Services Data Report:
English Language Learners (2013), showed there are almost 300 languages spoken by ELs in
Florida Schools and approximately 150 countries represented. In Pinellas county alone, the
number of English learners increased by almost 70% from 2003 to 2013 (Education Information
& Accountability Services, 2013). The top five languages spoken by ELs in Pinellas County

29

Schools are: Spanish, Vietnamese, Arabic, Serbo-Croatian, and Albanian, respectively. With
these changing dynamics, it is imperative that teachers be trained proficiently.
Equal Access to Appropriate Programming.
Section two of the Florida Consent Decree addresses Equal Access to Appropriate
Programming for ESOL students. In general, this section says that ELLs (English Language
Leaners) are entitled to an equal education that is appropriate based on their level of English
proficiency, academic level, and any special needs (Florida Consent Decree, 1990).
Furthermore, ELs have the right to have equal access to English language instruction based on
their needs, in addition to basic instruction in content areas that is comprehensible to them at
their levels. This does not mean to translate content, but rather to accommodate learning the
content through extra support of English proficiency. In effect, proficiency with the English
language is not a prerequisite for content instruction.
MacDonald (2004) found that ELs in Florida are mostly mainstreamed into content area classes,
leaving the content area teachers the task of providing comprehensible instruction (as cited in
Simmons, 2009, p.113). This is crucial to understand for preservice teachers. Many of my
students do not realize they will have ESOL students in their classrooms. With little specialized
training in ESOL, these teachers are faced with trying to plan content area lessons for students
who cannot read or write proficiently, sometimes even in their first language. Currently, content
area teachers can choose to take any of the five offered: Methods of Teaching ESOL, ESOL
Curriculum and Materials Development, Cross-Cultural Communication and Understanding,
Applied Linguistics, or Testing and Evaluation of ESOL (Artecona-Pelaez, G. & Govoni, J.,
2011).
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The one offered by most districts, and taken by most teachers, is Cross Cultural
Communications and Understanding. In Simmons (2009) study of 50 teachers in three districts
found that the treatment in this course was “superficial” and trainers “discussed how various
cultures differed in grooming, gestures, health, and family ties, but never attempted to teach
participants how to take these understandings and tailor them to create lesson plans that take
advantage of diverse student backgrounds” (p. 122). To more fully understand and appreciate the
similarities among various cultures, instead of the differences, preservice teachers need more
preparation in cultural competence (Keengwe, 2010).
According to Lewis-Moreno (2007) students can mistakenly be placed in remedial
courses if “the wealth of experiences students from other cultures bring with them are not
recognized and validated” (p. 773). The autonomy fostered by students’ heritages being
recognized is key to student success, which is beneficial for all stakeholders in their education.
Research Paradigm
Constructivism.
The theory of Constructivism is the theory that most applies to this research.
Constructivism is one of the most widely used theoretical approaches to learning (Cobern, 1993;
Krahenbuhl, 2016). Psychologist Jean Piaget formed a theory of cognitive development asserting
that intelligence was not a “fixed trait” and cognitive development was a progression of
interactions within an individual’s environment (McLeod, 2018). Piaget (1932) asserted, “The
constraint of tradition imposes opinions or customs” (p. 77). In that sense, knowledge is not
really a set reality, but rather a concept based on a person’s own perspective. This can relate
directly to a person’s culture. As Krahenbuhl (2016), affirmed that “learning takes place through
a process in which knowledge is built on a foundation of prior knowledge and thus, that learning
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is result from experiences and ideas” (p. 97). Learning happens when we make connections
based on our own experiences and past knowledge.
Dewey (1938) agrees traditional education imposes knowledge on children who are not
mature enough to relate. They accept the knowledge, but do not connect it to anything in their
own lives. Schools are separate “sharply marked off from any other form of social organization”
(p. 18). Educators, handing content to learners in a way that does not relate to them, will have
little impact. If they cannot connect to the knowledge, it does not become long-term memory and
is easily forgotten.
Cobern (1993) warns against using constructivism as simply a guide for teaching. He
maintains that although constructivism seems “self-evident,” it has created confusion and
disagreement among educators. Stemming from research by Piaget and Vygotsky, and from the
additional work of Bartlett, Bruner, and Dewey, among others, constructivism can be viewed as
two fundamental concepts, cognitive and social (Woolfolk, 2019). The first, cognitive
constructivism, assumes learners are active participants in constructing their own knowledge,
going beyond what is presented to them to search for more meaning. An individual construction
of knowledge. Social constructivism furthers the cognitive construction assumption to the idea
that learners make meaning through social interactions and creates meaning from through social
construction of knowledge (Woolfolk, 2019). Cobern (1993) assumed, “knowledge is a
meaningful interpretation of our experiences of reality” and “we learn by making sense of what
is experienced” (p. 109). Drawing on experience alone is not enough. Learners need guidance
from educators and others to help them make meaning.
In the early 20th century, when a central focus on education was beginning, and
pedagogical psychology was new, Vygotsky (2012) discussed how Professor S.S. Molozhavii’s
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study investigated the “child and the collective which, unlike similar prerevolutionary programs,
attempts to study children’s interaction with the social environment and understand them against
the backdrop of this environment as integral, growing organisms with their own primary life and
social ustanovkas” (*“Sets,” predispositions or unconscious reflexive attitudes.—Trans) (p. 102).
According to Keaton and Bodie (2011) “Meaning and our perceptions of ‘‘reality’’ are
socially constructed” (p. 195). While cognitive constructivism is one part of learning, the part
that includes culture and making meaning through society and others, is social constructivism, or
sociocultural theory.
Theoretical Framework
Sociocultural Theory.
Sociocultural theory describes a manner of learning in individuals by constructing
knowledge, based on a person’s own singular and social processes (John-Steiner & Mahn, 2012).
This theory applies equally to how my preservice teachers learn, in addition to how their future
ELs will learn. Lev Vygotsky, the founder of sociocultural theory, created a framework on the
main idea that social interaction is the critical piece of cognitive development (Vygotsky, 1978).
Phan (2012) explained, “Vygotsky’s sociocultural theory of development suggests psychological
tools and semiotic signs that individuals use to mediate development reflect their social origins
and cultural identities” (p. 3) and that “external influences cognitively transform individuals’
interpretation, perceptions, and meaning of the external world” (p. 3). Based on this idea, a
learner’s beliefs and perceptions, grounded from experiences and culture are used as a baseline
to build new knowledge. Learners use their experience to create their own meaning of the new
knowledge. For educators, and in this case preservice teachers, this means teachers should use
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strategies that build on students’ prior knowledge, whatever that might be, based on their own
individual experiences and culture.
One aspect of Vygotsky’s theory is called the Zone of Proximal Development, (ZPD).
This describes a “zone” in which the learner has some knowledge of new information, but
requires help, or scaffolding, from a teacher or from peers. They are in the zone but need support
to develop a deeper understanding. Ethnographical research (the study of culture) has found that
cultural upbringing and historical-cultural attributes, does affect construction of knowledge
(Phan, 2012).
Every function in the child’s cultural development appears twice, on two levels. First on
the social, and later on the psychological level; first, between people as an
interpsychological category, and then inside the child, as an intrapsychological category.
This applies equally to voluntary attention, to logical memory and to the formation of
concepts. The actual relations between human individuals underlie all the higher
functions. (Vygotsky, 1978, p. 128).
Preservice teachers can use the Zone of Proximal Development, the gap, to understand
where to begin instruction. Finding common understanding of concepts through socialization can
provide a starting point for preservice teachers to use in scaffolding instruction. When educators
consider the differences in cultures of their ELs, the significance of providing social interactions
that deliver wide-ranging experiences is clear (Eun, 2016). These social interactions among peers
expose ELs to “the development of higher psychological functions” (Eun, 2016, p.127).
Equally important as to how this applies to preservice teachers’ students, is how it applies
to the preservice teachers themselves. In an article that focuses on the principals of sociocultural
theory, Shi (2017) found that EFL teachers often imitate strategies stating,
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…EFL teachers can imitate the teaching management, teaching strategies and teaching
skills of expert teachers on purpose in teaching practice; EFL teachers can innovate
teaching with the characteristics of personal style and teaching ideas in classroom to
enhance professional satisfaction and self-confidence (p.1061).
By applying what they have learned in the classroom, they can gain that valuable sense of higher
self-efficacy and resulting success.
Social learning theory is also integrated in Fritz Heider’s 1959 attribution theory, which
stems from individuals’ perceptions, and expanded by Weiner (1985) to “incorporate the
observations of typical and atypical shifts in situations of skill and chance” (p. 556), arguing that
both skill tasks (individual) and chance tasks (social) affect learning (Weiner, 1985).
Attribution Theory and Attitude.
Psychologist Fritz Heider is responsible for developing the attribution theory idea in the
early to mid-1900’s. In 1958, Heider published his book, The Psychology of Interpersonal
Relations, which Hollander (1959) explained as a “systematic application of the gestalt point of
view” (p. 319). The foundation for the theory is that interpersonal relations are based on
perception. People can attribute all behaviors to something either internal or external. Heider’s
initial work stemmed mainly from behavior studies, and focused on motivational factors (Heider,
1944).
Weiner (1985) expanded on the research of attribution theory to include a framework for
the theory. The “locus of causality” is one taxonomy of attributions that attempts to explain why
someone behaves the way they do (Weiner, 1985). The locus of causality is based on an internal
locus-something from within, or an external locus-some outside experience that influenced the
individual, or in other words, intrinsic and extrinsic motivation. Studying the reasons individuals
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behave the way they do impacts how they learn. If an individual does not see any meaning to
what he or she is learning, the individual will not be motivated, and therefore will not be
successful.
Attribution theory is relevant in this study because my students, the preservice teachers,
as well as their students, K-12 students, learn through experience. What they learn depends on
their own personal experiences. Attribution theory uses individual knowledge to perceive and
process information in a way that makes sense to the individual (McLeod, 2010). We all find
meaning in different ways. The ways we think and react to things in our world, are directly based
on our perception.
In Alderman (2004) preservice teachers’ efficacy is based on how they feel about their
ability. Both internal and external locus of causality apply to preservice teachers in this case. In
Attribution theory, an individual’s belief is used to explain the reasons for success or failure.
These beliefs then influence their expectations and future behavior. Alderman also goes on to
explain that, because “students control their own effort, this is likely the starting point for student
success” (p. 129). So, in this case, preservice teachers need to help their students choose the
applicable attribution.
This model then goes full circle. Students who have succeeded and attributed the success
to their own effort or ability have concrete performance feedback, that in turn, leads to
increased confidence about goal accomplishment with an increase in teacher efficacy.
(Alderman, 2004, p. 129).
These beliefs also affect attitude. Johnston & Williamson (2013), declared, “An attitude
is simply a predisposition to approach, or avoid an idea, event, person, or object” (p. 3). It is the
way we act toward any given source, or object, and the approach we take based on our ideas of
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that object. The theories reviewed below fall into the three approaches on changing attitude:
cognitive, social, and behavioral. According to Johnston & Williamson (2013):
Cognitive approaches rely upon changing the way people think about an attitude object.
Most often, this is done by using information or persuasive communication to introduce
conflict, or dissonance, between the old attitude and the new one.
Behavioral approaches rely on reinforcements and punishments. Because we are inclined
to repeat those behaviors that are rewarded, this approach calls for the conscious reward
of positive attitudes as they are expressed. The reward increases the chance the attitude
will be expressed again, and, ultimately, incorporated into the individual’s belief system.
Social approaches rely on our tendency to copy the beliefs and behaviors of other people
we admire. People, especially children, exposed to attitudes expressed by attractive role
models tend to adopt those attitudes as their own. And, if they are rewarded for doing so,
they will sustain them over time. (Johnston & Williamson, 2013, p. 5).
In a K-12 setting, when we have students from different cultures, their perceptions may
vary widely. Different cultures have different ways of responding to events and interacting with
each other. For example, if students are learning about Woodstock in social studies class,
students may have many different ideas of what a festival is, based on their experiences. Some
may think of a music festival right away. Others may think of a festival with rides, for example,
The Strawberry Festival. Others may think of festivals as a month-long event and a parade, like
the Mid-Autumn Festival celebrated in most Asian countries. Much of it comes down to
perspective stemming from personal experiences.
For preservice teachers, understanding their own individual cultures is critical to transfer
the idea to how their students will view things in different ways. More significantly, it is
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important for them to understand how these different experiences can find a common ground, to
make the new material (Woodstock in our example above) relevant to them. Without tying new
content to their experiences, students cannot make a solid connection, and comprehension is lost.
“Research indicates correlation between attributions and self-efficacy. In his dissertation on the
relationship between attribution theory and cultural competence, Yang (1999) found “While
attributions are beliefs people have about their success or failure at a task, self-efficacy are
beliefs people have about whether or not they can successfully accomplish a task” (p. 28).
Teacher Efficacy.
Teacher preparation plays a large role in teacher efficacy. Self-efficacy is largely
believed to be context specific. In the instance of culturally responsive teaching, experience
seems to be what matters most. In their study of 115 accredited ESOL teachers in their first three
years of teaching, Faez and Valeo (2012) found that teachers generally felt the most prepared to
teach English Learners after valuable classroom experience but depending on the program or
tasks required of the teacher, there was sometimes a decreased perception of ability. This
suggests that while the practical experience is inarguably valuable, it can also be negative
depending on things outside of our control, such as the skill and expertise of the cooperating
teacher to model best practices in cultural competence or the cultural community found in the
school. The coursework is what we can control in a positive way and remain consistent. Finding
highly qualified ESOL teachers that preservice teachers can work with is a challenge. If a preservice teacher works with a content area teacher (i.e. secondary math or science) that teacher
may have just taken that one class in ESOL required of them through the Consent Decree. Some
preservice teachers work only in ESE classrooms for their degree program. Working with ESOL
students who are also ESE presents a different set of challenges, and most of these teachers tend
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to focus on the concerns of a specific individual learning challenge, rather than cultural
differences. These would not be ideal experiences.
Teacher efficacy could potentially affect education in many ways, positively and
negatively. Jerald (2007) stated “Efficacy beliefs influence teachers’ persistence when things do
not go smoothly and their resilience in the face of setbacks” (p. 3). Stakeholders such as grade
level team leaders and school principals, realize when teachers do not feel prepared to teach.
School administrators can cause more stress on new teachers who are underprepared, causing
new teachers to be even more inefficient in the end. Teacher retention is directly related to
teacher efficacy. Hughes (2012) stated, “Teachers’ decisions to remain in teaching are also
impacted by their perceptions of effectiveness with their students (pp. 246-247).
Bandura (1997) summed it up by stating “In short, perceived self-efficacy is concerned
not with the number of skills you have, but with what you believe you can do with what you
have under a variety of circumstances” and that “perceived self-efficacy is an important
contributor to performance accomplishments, whatever the underlying skills may be” (p. 37).
The value of teacher reflection.
“In the perspective of every person lies a lens through which we may better understand
ourselves.” – Ellen J. Langer
Teacher reflection has always been a widely accepted pedagogical approach to
improvement. Studying preservice teachers’ experiences with multicultural education, Keengwe
(2010) found:
Diversity is about raising personal awareness about different cultural categories of
individual differences, and how these differences enhance or hinder the ways students
and teachers generally interact with each other. Every teacher needs to learn effective
teaching centered on diversity of their students. Specifically, teachers need to engage in
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self-reflections about their own biases and develop respect for the differences, and the
willingness to approach teaching from a multicultural perspective. (p. 203).
Nadelson, et al., (2012) researched multicultural efficacy in teachers. He felt “the
complexity of working with diverse student populations makes critical the preparation of
educators who are able to reflect on their perceptions and practices of teaching through a
multicultural lens (p. 1184). Reflection effectively forces us to consider other viewpoints and
contemplate new ideas.
Without perspective, and an awareness of perspective, teachers cannot understand the
social, racial, or socioeconomic cultures of others. When scaffolding new information, teachers
must understand that students need to use their unique experiences and their own prior
knowledge. This comes through helping them make information relevant to them and facilitating
learning rather than teaching from one’s own view. Reflecting and recognizing the importance of
multicultural differences and how they affect teaching and learning is critical for teacher success.
Cultural Competence and Culturally Responsive Pedagogy
Pedagogy.
The meaning of pedagogy has evolved over time. Generally, pedagogy refers to the
profession and expertise of teaching. More recently, pedagogy has transformed into a working
practice of how we teach, using strategies and considering the learner more. Progressive
pedagogy considers students’ perspectives as essential to teaching (Ladson-Billings, 1995).
Dewey (1916) coined the term plasticity, referring to the capacity of students to use their
experiences in new situations (as cited in Breault, 2003). Additionally, on the meaning of
purpose, Dewey (1938) stated:
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There is, I think, no point in the philosophy of progressive education, which is sounder
than its emphasis upon the importance of the participation of the learner in the formation
of the purposes which direct his activities in the learning process. (Dewey, 1938, p. 67).
This is the basis for culturally responsive, or culturally relevant, pedagogy.
Freire (2005) critiques “the banking concept of education”, saying the idea of “deposit
making” for students by giving them information to recall later does not help them to interact
with new knowledge. He suggests that dialogue is the answer to the “oppressed” and that using
dialogue, the teacher also becomes a learner and together, the teacher and students are
responsible for the learning. He proposed a “problem-posing” education where "men and women
develop their power to perceive critically the way they exist in the world with which and in
which they find themselves; they come to see the world not as a static reality but as a reality in
the process of transformation" (p. 12). Freire’s (2005) idea is that:
The teacher presents the material to the students for their consideration and re-considers
her earlier considerations as the students express their own. The role of the problemposing educator is to create; together with the students, the conditions under which
knowledge at the level of the doxa is superseded by true knowledge, at the level of the
logos. (p. 81).
Learners, who then regularly see issues that they can relate to their own world, feel more
challenged and can become more critical.
Gee (1989) also discusses the teacher-student relationship as an apprenticeship that
scaffolds experience by demonstrating mastery and supporting that of the students, by using his
own concept of Discourse (with a capital D) that suggests teaching someone to read or write
without Discourse is just “moving a pen or typing” (p. 488). He felt social practices, not
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language, should be the focus for teachers (Gee, 1989). We are all multifaceted individuals put
together by our own combination of experiences and our perspectives stemming from those
experiences.
Cultural Competence.
The growing diversity of our schools creating a need for educators to be culturally
competent. Nadelson, et al. (2012) defined multicultural education “as a process entailing
an inclusive, multidisciplinary approach to teaching that takes into account personal, cultural,
and academic influences in which students live” (p. 1186). Cultural competence begins with
teachers who feel efficacious in teaching diverse learners.
Research shows that, although most teachers agree they were taught cultural competence
at some point in their training, very few felt prepared (Nadelson, et al., 2012; Ukpokodu, O.,
2011). Ukpokodu (2011) found that teachers who understood the cultures of their students more,
were able to make better curriculum and instructional decisions and considers culturally
responsive pedagogy as “an approach to teaching that uses students' cultural knowledge as a
‘conduit’ to facilitate the teaching-learning process” (p. 436).
Sleeter (2001) accounts that most white teachers do not bring as much perspective to the
classroom as teachers of color, and “white teachers typically begin their teacher education
programs with little cross-cultural experience or knowledge and tend to use colorblindness as a
strategy for working in unfamiliar cultures” (as cited in Nadelson, et al., 2012, p. 1189). Making
sure teachers recognize diversity and use it to enhance teaching and learning is key.
Curriculum.
A common misconception among educators is that students who sound like native English
speakers, but struggle with academic language and concepts, are cognitively deficient. According
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to the English as a Second Language Council of the Alberta Teachers’ Association (2010), “Often,
lower academic performance can be accounted for by lack of prior knowledge and/or lack of
vocabulary particular to the content being processed” (p. 3). Many assume that if fluent social
language (BICS-Basic Interpersonal Communication Skills) has been acquired by an EL, then they
should be able to easily apply those skills to academic knowledge (CALP-Cognitive Academic
Language Proficiency) (Cummins, 2008). We need to find ways to celebrate the variety of
experiences our students bring to the classroom and teachers should be able to recognize how their
students can build on these experiences. This does not mean that teachers need to research and
fully understand every culture, just that the students will make different meaning of the content
based on their own prior knowledge.
Chan (2017) examined the experiences of two teachers at a diverse school. Even though
they did an exceptional job in creating multicultural curriculum, they were still challenged when
confronted with working with students and families that held differing beliefs and views on
education. She maintained the actual process of “acknowledging culture in the curriculum is
complicated” (p. 326). So, while multicultural curriculum is crucial today, the teacher delivering
the curriculum is still what matters most. One study by Nadelson et al. (2012) that surveyed 88
undergraduate education students, found that multicultural education in preservice teachers did
not influence “perspectives of diversity” (p. 1201) and felt that multicultural education for
preservice teachers may be too vague. They found the preservice teachers they studied to be
more influenced by their political philosophy and that preservice teachers with more liberal
views tended to be more open to different perspectives and diversity. Nadelson et al. (2012)
claimed “The increased exposure to multicultural situations may be influencing attitudes toward
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diversity, trumping personal characteristics as variables significantly associated with
perspectives of diversity” (p. 1202).
Jerome Bruner (1977) felt the central structure was what mattered, not exactly “what” we
teach, “providing a general picture in terms of which the relations in things encountered earlier
and later are made as clear as possible” (p. 12) and that “not teaching devices, but teachers were
the principal agents of instruction” (p. 15). In my case of working with teacher candidates, selfreflection on their culture and their cultural identity is vital if they are to effectively guide their
diverse students in learning.
Understanding that our cultural identity changes and grows over time as our experiences
change and grow is essential to understanding the opportunity of what these English learners bring
to the classroom. Bruners’ idea of scaffolding was intended to help create the necessary supports
for students to be able to complete a task (Amerian, Ahmadian, & Mehri, 2014). This is a large
part of ZPD and sociocultural theory. Facilitating learning through support of one’s own
knowledge.
Similarly, Dewey’s (1938) Principle of Continuity where “every experience both takes up
something from those which have gone before and modifies in some way the quality of those
which come after” (p. 35) supports Chan’s (2017) idea that acknowledging culture in curriculum
is important and complicated. For teachers to have that understanding of their students as
individuals, Dewey said “makes a system of education based upon living experience a more
difficult affair to conduct successfully” (p. 39).
To effectively teach English Learners, teachers need to understand that everyone comes
from different experiences and although there are some overarching cultural norms, every person
has different knowledge from those experiences to scaffold new information with. Progressive
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education relies on “humane methods and its kinship to democracy, goes back to the fact that
discrimination is made between the inherent values of different experiences” (p. 36).
Ralph Tyler (1949) also believed teachers were a critical part of developing curriculum.
He advised curriculum should be looked at as a series of learning experiences instead of organizing
curriculum as a succession of topics. Correspondingly, Sleeter and Stillman (2017) cited one study
that found sequencing activities by structuring content in a way that students learn basic skills first,
and then build meaning from those skills, excluded English learners “from engaging in literary
analysis and other intellectual activities…” (p. 286). They refer to research that supports how
essential it is that English Learners “build their academic skills on everyday life experiences” (p.
281). By sequencing activities, and not stopping to make everyday connections, those “teachable
moments” are lost.
When looking at the standards and standards-based curriculum regarding multicultural
education and English learners, Sleeter and Stillman (2017) found that teachers with little
pedagogical training may have trouble balancing instruction with standards-based curriculum
since there is little room for autonomy or debate on the teacher’s or student’s part. Skill-based
curriculum does not allow much room to build contextualized driven instruction. John Dewey
(1938) argued, “The Principle of Interaction, makes it clear that failure of adaptation of material
to needs and capacities of individuals may cause an experience to be noneducative” (pp. 46-47).
The experiences of the learners are so important, that they can actually have a negative effect.
Discussion and Summary
To effectively teach English Learners, a watered-down course on cultural differences is
not enough. Integrating meaningful cultural reflection into coursework highlights the personal
cultural differences of individuals, aside from cultural norms of a region. Teachers need to

45

understand that everyone comes from different experiences and although there are some
overarching cultural norms, every person has different knowledge from those experiences to
scaffold new information. It all depends on the perspective of the learner and begins with the
perspective of the teacher. Pope, Reynolds, & Mueller (2004) and Gilbert (2005) found that selfawareness is the beginning of instituting cultural competence. I have always felt that the more
comprehensive approach of themed and integrated instruction, where students can make meaning
from their own personal experiences, to be the most effective for language acquisition and for
learning overall. This can be intimidating for new teachers who have not yet explored their own
cultural identity. Teachers tend to resist change and the education system in general seems
antiquated by nature.
Gilbert (2005) maintains, “When self-awareness or a racial consciousness is established,
regardless of racial or ethnic background, a heightened sensitivity and awareness occurs toward
the issues minority students experience and voice. As a result, we are in a better position to
deliver enhanced cross-cultural services” (Gilbert, 2005).
Banks (1994); Bennett (1993); Gillette & Boyle-Baise (1995); Nieto & Rolon (1995);
Sleeter (1992); Villegas (1991) define Teacher cultural competence as “their abilities to
recognize their own world views, to understand and embrace the cultural diversity of their
students, and to confront their potential biases and assumptions in their interactions with diverse
students and their families” (as cited in He, 2013, p. 56). He (2013) also cited research that
shows that “teacher candidates are not well prepared with sufﬁcient knowledge, disposition and
skills to build upon the ‘funds of knowledge’ (Moll and Gonzalez 1997) of ELs and their
families (Holloway 2003; Neuharth-Pritchett, Reiff, and Pearson 2001)” (as cited in He, 2013, p.
57).
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Chan (2017) argued that even though teachers are now trained to be culturally aware,
there seems to be no clear direction with “how best to acknowledge this diversity in a school
context” (p. 323). We seem to be successful getting pre-service teachers to realize they will have
a diverse student body and that the differences affect how those students comprehend
information and learn, but then not giving them the tools to follow through. Research makes it
evident that the inherent attributes of teacher preparation likely have a large impact in how
prepared teachers feel to teach (Siwatu, 2011). Every classroom teacher, whatever his or her
content area, should be able to incorporate strategies to scaffold instruction.
Lewis-Moreno (2007) argued “Until students are given multiple opportunities to make
meaning of the content and the academic language they are learning and to use their knowledge
in other contexts, chances are slim that the newly acquired language skills will become
internalized” (p. 772). The misconception is that the only instruction needed for English learners
is linguistics. For content area teachers, just a few strategies. In reality, experience and culture
are what drives their learning through making connections. A lot more effort needs to be put into
teacher training programs in regard to both content area and elementary school teachers learning
how to value the differences and build schema from experiences.
Mandates and reform are necessary but should be well thought out and clear before
implemented. The Florida Consent Decree was a step in the right direction for ESOL students
and the revisions pushed ahead teacher preparation programs. I hope that with our growing
diversity in schools we continue to modify the plan to ensure all students are receiving equal
education.
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Chapter Three: Research Method
“An unexamined life is not worth living.” - Socrates

The purpose of this study was to explore preservice teachers’ sense of confidence
working with English Learners, and the ability to transfer that confidence to self-efficacy in
cultural competence. Specifically, the study evaluated an infused ESOL endorsement program
integrated into a teacher preparation program at a local Florida state college. The participants of
this study were preservice teachers in a small teacher certification program in Florida.
Participants were in either an Elementary Education program or an Exceptional Student
Education program.
Method and Design
Research.
This research was conducted as a case study utilizing a qualitative approach. The case
was defined as the ESOL integrated program as part of the teacher education program overall.
The unit of analysis was the students. According to Merriam (2009), qualitative research is
important when researchers are “interested in understanding how people interpret their
experiences, how they construct their worlds, and what meaning they attribute to their
experiences” (p. 5). A qualitative style was appropriate for this kind of study because the
participants’ interpretation of the effectiveness of their teacher preparation program, mainly selfreflection in class, is what I wanted to know. Were their experiences beneficial to the preservice
teachers’ feelings of efficacy? Preservice teachers considering their culture, and how their
distinct experiences have affected their values and beliefs, falls in line with qualitative research.
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Shaughnessy (2004) believed “qualitative methods are appropriate for an exploration of factors
that mediate efficacy development and cultural influences on the construction of efficacy beliefs”
(p. 155). Analyzing reflections to find common themes helped this construction.
The Case
Setting and Participants.
The setting for this research was a teacher preparation program within a small Florida
state college. Although the general size of the college is quite large with multiple campuses, the
teacher education program is somewhat small, producing on average 70-80 teacher graduates per
year. Students in the teacher education program must pass a state certification exam, the General
Knowledge Test, and have a minimum 2.5 grade point average, before admission. Although the
college has a proposed academic pathway for coursework, students are not in a traditional strict
cohort, and many take some courses out of the proposed sequence. Students may attend part-time
or full-time. The targeted participants of this study were adult preservice teachers, who had
completed both TSL courses; TSL 3080: ESOL Issues: Principles and Practices I K12 and TSL
4081: ESOL Issues: Principles and Practices II P-12, and were ready to begin final internship.
Preservice teachers are students working on a bachelor’s degree in either Elementary Education
or Exceptional Student Education, and leads to teacher certification and endorsements in
Reading and ESOL. A total of six students responded to the invitation to participate in interviews
and five were ultimately interviewed.
The program.
The ESOL Endorsement program at this institution is offered through two degree options.
Students majoring in either Elementary Education or Exceptional Student Education, also
graduate with endorsements in both Reading and ESOL. These students take two ESOL specific
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courses, TSL 3080 and TSL 4081. TSL courses are taught in online and blended formats. Online
courses do not meet face to face. All discourse and coursework are online. Students interact
through posted discussion forums and video presentations. Blended courses meet face-to-face
about 8 times out of the 16-week semester, usually every other week. Other ESOL competencies
not met in either of the two ESOL specific courses, are integrated throughout the general
education coursework that may also be blended or online. Both courses are 16 weeks long, and
offered in fall and spring semesters only.
TSL 3080 ESOL Issues: Principles and Practices I K12 is a course students take in their
first or second semester within the College of Education (COE) at the above mentioned Florida
state college. Every COE student takes this course, whether they are in a teacher certification
program, or an interdisciplinary program. The course description on the syllabus (Appendix I) is:
This course is an introduction to the issues, principles, and practices of teaching English
to speakers of other languages. It provides the foundation of knowledge necessary to
meet the instructional needs of linguistically and culturally diverse students. Students will
have 15 hours of field experience. The five ESOL Domains will be assessed in this
course (TSL 3080 Course Syllabus, 2018-2019, Appendix I).
The Major Learning Outcomes for TSL 3080 are:
1. The student will demonstrate an understanding of theories related to the effect of culture,
and the role of cultural groups and individual identities in teaching and learning for
ELLs. (ESOL Domain 1/Standard 1) by:
a. Identifying strategies for reducing cross-cultural barriers among students, parents,
teachers, administrators and the community.
b. Comparing cultures to identify differences that may impact student learning.
2. The student will demonstrate knowledge and understanding of the structure and use of
English to support ELLs’ skills (ESOL Domain 2, Standard 1) by:
a. Identifying and describing language universals, language function, language
change and aspects of language.
b. Creating activities and lessons to assist cross linguistic transfer and promote
language acquisition.
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3. The student will demonstrate knowledge and understanding of second language
acquisition theory and practice to support ELLs’ literacy development (ESOL Domain 2,
Standards 2, 3) by:
a. Comparing theories of language acquisition and identify associated theorists and
traditions.
4. The student will demonstrate an understanding of educational policy and law as well as
the historical development of the teaching of English for Speakers of Other Languages
(ESOL) (ESOL Domain 3, Standard 1) by:
a. Sequencing and identifying important historical milestones leading to the Florida
Consent Decree.
b. Distinguishing the specific requirements of the six sections of the Florida ESOL
Consent Decree with regards to meeting the needs of ELLs.
5. The student will demonstrate knowledge and understanding of methods, curriculum, and
technological resources appropriate for literacy and content area instruction in ESOL
(ESOL Domain 3, Standards 2, 3.) by:
a. Identifying and planning for language proficiency levels in listening, speaking,
reading and writing in a second language.
b. Instructing, evaluating and re-teaching content-based activity.
c. Analyzing models of sheltered content area instruction.
6. The student will apply research practices, strategies, resources and technologies to plan
differentiated instruction for ELLs at varying levels of proficiency (ESOL Domain 4,
Standards 1, 2) by:
a. Selecting appropriate objectives.
b. Differentiating instruction dependent on language proficiency and student
cognitive and cultural background knowledge.
c. Planning for comprehensible instruction using realia, manipulative, technology,
and visuals.
7. The student will demonstrate an understanding of ESOL identification, assessment,
testing, and evaluation to assist and assess ELLs’ language differences, literacy
development, content area learning, and special education issues (ESOL Domain
5,Standards 1, 2, 3) by:
a. Applying knowledge about language development, acculturation and special
education.
b. Administering informal oral and written English proficiency assessments and
analyzing results.
c. Creating and/or modifying content area and language proficiency assessments for
ELLs (TSL 3080 Course Syllabus, 2018-2019, Appendix I).
Students in this course are introduced to the legislation surrounding ESOL education.
Some of the activities and assignments they complete include learning theory and strategies to
work with ESOL students, modeling a research-based reading strategy, and developing a lesson
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plan with accommodations for English learners at four different levels of English proficiency,
and from different cultures. In addition to reading about culture and reflecting on their own,
discussing the roles they play in their lives, students also collaborate on a research project in
small groups investigating another culture including the groups’ views on education, family
dynamics, role in the U.S. and possible barriers to family engagement. Another assignment has
students research a second language acquisition theory and present the main ideas to the class.
Furthermore, TSL 3080 requires students to complete 15 school-based hours working
with a cooperating classroom teacher (CCT) who is ESOL endorsed or certified. There must also
be students in the classroom identified as ESOL and receiving ESOL services with which
preservice teachers can work. Students apply and are placed in a school setting through our
Office of School Partnerships. Preservice teachers observe and write a paper about; the
classroom, the cooperating teacher, the school, and the students. They also complete two specific
assignments that require them to work directly with the ESOL student or students.
The first of these is a Student Oral Language Observation Matrix (Appendix G). This is a
tool that teachers can use to measure a student’s oral language proficiency. Preservice teachers
rate ESOL students’ oral language by categories on a matrix, providing specific examples for
each score. The categories include: Comprehension, Fluency, Vocabulary, Pronunciation, and
Grammar. After completing the SOLOM Matrix with an ESOL student, preservice teachers
analyze the results and suggest two teaching approaches to support proficiency. Last, they reflect
on the experience and the appropriateness of informal assessments.
The second school-based assignment is a tutoring assignment where preservice teachers
work with ESOL students for a minimum of four hours, applying strategies learned in class.
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They document the strategies used and reflect on successful and challenging sessions. Students
discuss what they could do to improve the challenging sessions.
Last, preservice teachers write a 4-6-page observation paper (Appendix H) based on
TESOL’s 6 Principles for Exemplary Teaching of English Learners:
1.

Know your learners.

2. Create Conditions for language learning.
3. Design high quality lessons for language development.
4. Adapt lesson delivery as needed.
5. Monitor and assess student language development.
6. Engage and collaborate within a community of practice (TESOL, 2019).
TSL 4081: ESOL Issues: Principles and Practices II P-12 is the second ESOL specific
course. Only students in the Elementary Education and the Exceptional Student Education
degree programs take this course. Students working on a teacher education degree in a secondary
field and students working on a degree in Educational Studies do not take this course. TSL 4081
is usually taken in the semester directly before final internship. Students take the Practicum II
course at the same time as TSL 4081. They typically have completed all other course work at this
point in the program if they are on track. TSL 4081 is offered as blended or online and is 16
weeks.
The course description for TSL 4081, taken directly from the course syllabus (Appendix
J) is:
This course is designed to serve as the culminating experience in the teaching of English
to speakers of other languages (ESOL) for the education major. Its main goal is to make
the connection between theory and practice. Special attention will be given to the areas of
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cross-cultural communications, second language acquisition theory and methods of
teaching English language learners (ELLs). The 5 ESOL Domains are comprehensively
covered throughout this course. 15 hours of field experiences (TSL 4081 Course
Syllabus, 2018-2019, Appendix J).
The Major Learning Outcomes for TSL 4081 are:
1. The student will demonstrate an understanding of the role of culture, family partnerships,
and resources for teaching and learning of ELLs from diverse backgrounds and at varying
proficiency levels in English. (ESOL Domain 1, Standard 1) by:
a. Adapting methods, strategies, and techniques according to the diverse learning
styles, cultural perspectives, and educational backgrounds of ELLs.
b. Integrating community, school, and parental resources to facilitate successful
interaction with ELLs.
2. The student will examine the subfields of applied linguistics and theories of second
language literacy development to support ELLs’ acquisition of English (ESOL Domain 2,
Standards 1, 3) by:
a. Interpreting data based on oral, written, and reading samples of an ELL and
construct appropriate activities to support language and literacy development in
English.
3. The student will integrate theoretical and practical knowledge and understanding of
language structure, use, and development (ESOL Domain 2, Standard 2) by:
a. Examining the interference between English and other languages.
b. Differentiating the use of language for social and academic purposes including
culture specific behaviors.
c. Examining the principles, characteristics, and terminology of current, first and
second language acquisition theories.
4. The student will determine appropriate teaching and learning strategies for ELLs using
principles of Second Language Acquisition (SLA) (ESOL Domain 3, Standard 2) by:
a. Assessing historical and current trends in SLA to facilitate language acquisition in
both social and academic language learning.
5. Assessing historical and current trends in SLA to facilitate language acquisition in both
social and academic language learning.
a. Identifying essential strategies for teaching speaking, listening, reading, and
writing including content-area instruction for ELLs.
6. The student will plan, adapt, and use evidenced-based strategies, materials, and
technological resources to support instruction for ELLs and those students with limited
formal schooling (LFS). (ESOL Domain 4, Standards 1, 2) by:
a. Designing instruction appropriate for ELLs based on age, content, and language
proficiency.
7. The student will identify and use a variety of assessment procedures and instruments to
asses ELL’s language and literacy development based on state and federal guidelines.
(ESOL Domain 5, Standards 1, 2, 3) by:
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a. Developing and/or adapting formal and alternative assessment measures with
appropriate instructional modifications to accurately assess and evaluate ELLs on
a variety of topics.
b. Analyzing student’s English language proficiency level and determining the
appropriate instructional strategies.
Differentiating indicators of learning disabilities and limited English proficiency (TSL
4081 Course Syllabus, 2018-2019, Appendix J).
This course begins with a review of legislation and culture from TSL 3080. In the second
week of class, students complete new readings about culture and participate in a discussion
(Appendix D) about their own culture where they are reminded to think back to the cultural
reflection from TSL 3080. This discussion also asks students what they think is important to
know about their ELs, and how this can help them in the classroom. In blended courses, this
discussion is completed with students in class. In an online section, the students post their initial
ideas, and then monitor the discussion board throughout the week, reading classmates’ posts,
responding to others, and answering any questions classmates might ask.
Students practice applying the theory and strategies they learned from TSL 3080, by
participating in strategy modeling workshops. Students choose strategies focusing on each of the
four language functions (listening, speaking, reading, and writing) and teach mini lessons
modeling the strategies. Online students are assigned to groups of five and record their modeling
workshop. They watch all other group members’ videos and discuss what went well and other
ideas and ways to use the strategies.
Other activities involve preservice teachers evaluating current classroom adopted
textbooks, commercially made tests, and a teacher made test for bias. Students create a two-week
unit plan that may focus on one content area, or interdisciplinary with two or more content areas.
They must create daily accommodations for four ESOL students, one at each of the first four
levels of language proficiency and from at least two different cultures.
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TSL 4081 also requires students to complete 15 hours in a classroom with an ESOL
endorsed teacher and ESOL students they can work with in class. They have the opportunity to
apply the strategies they have practiced by tutoring students like they did in TSL 3080, but this
time for a minimum of 8 hours. Preservice teachers discuss what strategies they use, and also
reflect on intercultural successes and challenges (SBN Tutoring assignment, Appendix E).
Preservice teachers work with one ESOL student in their placement to complete a set of
proficiency assessments. These include a SOLOM like they did in TSL 3080, a SWLOM
(Student Written Language Observation Matrix) and an informal reading inventory. Preservice
teachers analyze the results, share them with the classroom cooperating teacher, and make
suggestions to support the ESOL student’s language proficiency.
Finally, the School-Based Notebook (SBN) Case Study (Appendix F) asks students to
discuss cultural competence in the classroom and provide examples of culturally relevant
pedagogy (CRP) in both the classroom and the school. If they do not find sufficient evidence of
CRP in the school, they make suggestions for improvement. TSL 4081 is the class where
students get to apply the theory they learned in the first ESOL specific class, and hopefully make
solid connections to their successes with ELs.
Other ESOL competencies are integrated throughout the rest of the courses in the
program. Preservice teachers incorporate reflection of teaching ESOL students in an ESOL
Capstone during their final internship, although depending on the placement, not all preservice
teachers have ESOL students in the classroom at that time.
Materials.
In the first TSL course, preservice teachers completed pre surveys at the start of the
semester, and post surveys at the end (Appendix A) regarding their experience and efficacy
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teaching ESOL students. Preservice teachers have already participated in readings (Brown
University, 2002) about culture and diversity, and completed an assignment reflecting on their
own culture (Appendix B). In addition, they research a country, and apply the cultural findings to
education (Family Engagement Project, Appendix C).
Retrospective data from two assignments and a discussion from a recent section of the
TSL 4081 course were reviewed and coded based on preservice teachers’ reflections of working
with ELs. The discussion assignment reviewed for this study, Culture Discussion (Appendix D)
is completed during the second week of class in the TSL 4081 course. The assignment is online
and asks students to respond to and reflect on three questions: 1. In your opinion, what are the
two most important things you need to know about your ELLs? Why? 2. Once you know those
things, what can you do to help your ELLs be successful culturally, socially, physically, and/or
academically? And 3. Thinking back to your reflection on your own cultural values (from TSL
3080), how will your cultural values impact your work in your classroom?
Both the TSL 4081 School-Based Notebook Tutoring (Appendix E) and TSL 4081 SBN:
Case Study (Appendix F) assignments are school-based assignments that preservice teachers
complete in classrooms while working with ESOL students. Students are usually placed in a
classroom after week six of the semester and these two assignments are due on weeks 13 and 14.
Because these assignments are dependent on working with timelines preservice teachers cannot
control (CCT’s schedules and ESOL students in class) they are accepted up until the 15th week
of the semester.
The Tutoring assignment requires preservice teachers to complete a minimum of eight
hours of tutoring ELs in the Cooperating Classroom Teacher’s classroom. These hours are
flexible in the way that they can work with students one on one, in small groups, or in whole
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class sessions. Once they have completed the eight hours with one or more ELs, students reflect
on successful and challenging sessions and discuss what they would change, if anything.
Students also reflect on any intercultural challenges they may have faced and ponder how the
experience will impact their teaching ELs in the future.
The TSL 4081 SBN: Case Study (Appendix F) assignment is the other assignment
analyzed. This assignment is basically a short case study of the school where the preservice
teacher completed ESOL hours and the ESOL student the preservice teacher worked with the
majority of the time. This assignment was valuable to analyze because students have to think
about culturally relevant pedagogy, listing the examples they saw in the classroom and the
school, along with suggestions for how the CCT and school could support CRV more.
Preservice teachers also reflect on what they learned from the school-based experience in
totality.
Retrospective data are information that already exist for something other than the
research purpose, such as the data used here from past discussions and assignments (Hess, 2004).
These assignments were originally collected in the general instructional process and archived.
Identification of the study participants is protected through the use of pseudonyms.
Data Analysis-Collection
For this study, I used multiple sources as data. First, the survey data from TSL 3080
(Appendix A) is highlighted to show a general representation of how confident students feel by
the end of the first class. Survey data were compiled from two course sections from a recent
semester. The survey in general was also discussed with the participants during the interview for
their consideration.
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From one recent section of TSL 4081, 92 cultural discussion posts between 31 preservice
teachers were analyzed for common themes and then coded. Furthermore, School-Based
Tutoring Assignments and Case Studies from 25 preservice teachers from past sections of TSL
4081, were also analyzed and thematically coded.
Qualifying students were contacted through email to find volunteers for an interview. The
interview (Appendix K) was semi-structured to allow for more discussion and follow-up
questions as needed. Open-ended questions regarding their thoughts on the survey results and the
effectiveness of the assignments were asked. Interviews were recorded and transcribed using
TEMI.
Interviews can be a critical piece of qualitative research. According to Merriam (2009) “It
is necessary when we cannot observe behavior, feelings, or how people interpret the world
around them” (p. 88). A semi-structured type interview with open-ended questions (Appendix J)
was used for data collection. Merriam (2009) also stated that constructivist interviews are
focused on the how, not the what, interview data are collected and constructed, using “such tools
as discourse analysis, narrative analysis, and conversation analysis” (p. 92).
Data Analysis-Reliability
The discussions on culture (Appendix D) from TSL 4081 were combined and transferred
into a word document. The SBN Case Studies (Appendix F) and SBN Tutoring Assignment
(Appendix E) were also combined and transferred to their own word documents to easily code.
Preservice teachers’ and students’ names, along with any school names or identifying
information, were marked over with xxxx to preserve anonymity of the students.
I used MAXQDA, a software program for coding qualitative data, to begin to organize
my data, the transcripts, assignments, and discussion posts, into categories based on themes.
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Using my assumptions and research questions, I created a list of general codes to begin. The list
included; culture, strategies, reflection, language, knowing your learner, program, time, SBH
CCT, SBH ELs, classroom culture, social interactions, CRP, and self-cultural reflection. A
qualitative inquiry code is defined by Saldana (2009) as “most often a word or short phrase that
symbolically assigns a summative, salient, essence-capturing, and/or evocative attribute to a
portion of language-based or visual data” (p. 14). I started by reading through the discussions
and marking sections of text that related to any of the initial codes. I did this throughout the three
TSL 4081 assignments used. I coded each assignment in isolation of the others. After marking
the three assignments, I went through the interviews to see if any of the codes were supported.
Through MAXQDA, I pulled out all the marked text by codes and created new documents. This
allowed me to pull out reports based on codes and helped me to organize the data quickly. From
there I pulled out subthemes and analyzed the results.
As I read through the coded data, I started to develop themes. Originally the themes I
created were: 1. Cultural self-reflection provides an outlook into diverse students varying
perspectives. Two sub themes were: a. Knowing your learners and b. Classroom culture. 2.
School-based experiences foster confidence in cultural competence that begins to lead
students toward self-efficacy. This theme produced numerous subthemes: a. Social
interactions and b. Academic interactions. These two subthemes can also each be broken down
into two more sub sections each: i. Experiences with K12 ESOL students, and ii. Experiences
with CCTs and colleagues. 3. Reflecting about lesson successes and challenges after instruction,
fosters cultural competence and nurtures self-efficacy. As I organized the data that supported
each theme, I started to realize that some of the sub themes were more evident than I previously
though, and so they were once again reorganized. For example, classroom culture was originally
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a sub theme, but as I read through multiple examples of classroom culture in the data I realized it
should become its own theme.
Another thing I noticed as I was developing themes was that because I had initially
organized all of the data by assignment and code, and did so by assignment and not student, I
could not see a progression of how any of the experiences actually affected preservice teachers
over time. Once again, I reorganized the data in a way that would reflect an advancement of
skills and finalized my themes.
Students interviewed were provided with an informed consent. Student data will be
stored on a password protected college computer. During interviews I took notes and recorded
student answers. Interview recordings were transcribed using an audio transcription program,
Temi.com. I reviewed all transcriptions to check for accuracy and edited any errors in
transcription. Finally, I reviewed interview transcripts in their totality to find commonalities in
interviewees’ thoughts on their experiences.
Assumptions and Limitations
Assumptions.
The following assumptions guided this study:
1. Cultural self-reflection and awareness of one’s own culture affect self-efficacy.
2. Self-efficacy in cultural competence positively affects teachers working with English
Learners.
3. Social interactions with other students reflecting on culture positively affect self- efficacy
in cultural competence.
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Limitations.
Participants involved in this study were students in an education degree program at a
Florida state college. Retrospective data were collected from two past ESOL specific courses
students in this program take; TSL 3080 and TSL 4081. These included surveys from the first
TSL class and assignments, reflections, and discussions from the second. Authentic data were
collected from students in their senior year after their second TSL class, TSL 4081. Preservice
teachers typically take this class the semester before final internship.
Adjuncts teach some of the courses with integrated ESOL assignments so students may
have had different experiences in instruction from the other courses taken in the program.
Students who took the TSL courses in a blended or online format will not be differentiated in this
study. Students taking a course in an online format may not have the same classroom based or
social experiences as students who take the course in a blended format. Students may be
Elementary Education students or Exceptional Student Education students.
Chapter Summary
This chapter helps to outline and detail the ESOL program as the case, and the students of
the program as the unit of analysis. The two ESOL specific courses are explained in detail,
including the syllabus, major learning objectives, and assignments for each. Participants of the
study are defined. Also explained are the processes and the assignments for inquiring how
preservice teachers consider their experiences in coursework and in the program, to their
successes, ultimately self-efficacy, in teaching English Learners. Since the program is
transformative in regard to curriculum, this study will add to the course evaluation process for
TSL courses and add to the program evaluation for the college as a whole.
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Chapter Four: Findings
“Failure is instructive. The person who really thinks learns quite as much from his failures as
from his successes.” ― John Dewey
The purpose of this study was to discover if cultural self-reflection increases teachers’
self-reported sense of efficacy regarding culturally competent teaching of English Learners, by
evaluating an ESOL Endorsement program in a small Florida state college.
My data analysis was a holistic process using multiple sources for data. The first
retrospective data I gathered were the pre and post surveys from TSL 3080. Two past sections
were used and both sections of the course were combined.
Survey results below are from two sections of this class from fall, 2018. The data are
organized first as complete results from the pre survey questions, at the beginning of the
semester (See Figure 1), and then complete results from the post survey questions, given at the
end of the semester (See Figure 2.) Below that, the results are organized side by side (pre and
post) by question (See Figure 3.)
TSL 3080: Pre and Post Survey Data
Pre Survey
Answer the questions below based on how frequently you agree with the statements at
this time.
37 attempts were completed:
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Figure 1. Pre Survey data from two sections of TSL 3080. Fall semester, 2018.
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Post Survey-29 attempts were completed.

Figure 2. Post Survey data from two sections of TSL 3080. Fall semester 2018.
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Side by side question comparison:

I am comfortable talking to an ELL about everyday topics (e.g.,
food, hobbies, etc.).

I am comfortable talking to an ELL about school (e.g., rules,
procedures, homework, etc.).

I am comfortable tutoring an ELL when my CCT gives me explicit
instructions.

I am comfortable tutoring an ELL when my CCT does not give me
explicit instructions.
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I am comfortable assessing an ELL informally.

I am comfortable adjusting my instruction to meet the linguistic
needs of my ELLs.

I am comfortable making content culturally relevant for all
students.

Figure 3. Pre and Post Survey data from two sections of TSL 3080, side by side comparison.
Fall semester, 2018.
Summary and Conclusion.
As indicated by the results of the pre and post surveys represented above, preservice
teachers are generally more comfortable with ESOL students by the end of the first course. Since
eight fewer students completed the post survey than completed the pre survey, results are
discussed in overall percentages. The answers to the first two questions, I am comfortable talking
to an ELL about everyday topics (e.g., food, hobbies, etc.) and I am comfortable talking to an
ELL about school (e.g., rules, procedures, homework, etc.), revealed that no preservice teachers
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chose “never” or “rarely” comfortable in the post survey, as opposed to 10.81% who chose
“never” and “rarely” in the pre survey for each of the two questions. In fact, 100% of the
preservice teachers who completed the post survey felt they were “regularly” or “always”
comfortable talking with ELs in those everyday situations not considered academic, compared to
only 67.56% in the pre survey. Similarly, in the post survey, 96.55% of preservice teachers
responded they were “always” or “regularly” comfortable talking with ELLs in the more
academic situations, compared to 70.27% in the pre survey.
The results of the next two questions, I am comfortable tutoring an ELL when my CCT
gives me explicit instructions and I am comfortable tutoring an ELL when my CCT does not
give me explicit instructions also reflected a boost in confidence working with ESOL students
by the end of the course. In the first case, where a CCT may provide explicit instructions,
48.65% of preservice teachers said they were “never”, “rarely”, or “occasionally” comfortable
working with ELLs, and just over half, 51.36%, of preservice teachers said they “regularly” or
“always” felt comfortable, compared to 100% of students in the post survey who “regularly”
or “always” felt comfortable. TSL 3080 is one of the first courses students take in the College
of Education, either first or second semester. Most have not had an opportunity to work with
ESOL students yet and some do not even know what ESOL means. Completing the schoolbased hours in this class, and working directly with students for the tutoring assignment where
in most cases the activities are directed by the CCT, appear to give preservice teachers more
confidence in working with ESOL students.
The number of preservice teachers who felt comfortable teaching ESOL students
without explicit instructions from their CCT also showed improvement by the end of the
course. The pre survey revealed only 5.41% “always” felt comfortable with this at the
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beginning of the course, while 31.03% “always” felt comfortable at the end of the course and
86.2% total saying they “regularly” or “always” felt comfortable in the post survey.
Preservice teachers get different experiences in the classroom and some may not have been
given the opportunity to try working with the students on their own without directions from
the CCT. It is dependent on the teaching styles of the CCTs and if they decide they trust the
preservice teachers to come up with their own ideas, or if they have time to explain detailed
directions to preservice teachers.
In Question five, I am comfortable assessing an ELL informally, 16.22% of the
students responded with “never”, and 8.11% with “rarely” in the pre survey, as opposed to 0%
of students responding “never” or “rarely” in the post survey. During their school-based
hours, preservice teachers informally assess an ESOL student using the Student Oral
Language Matrix (SOLOM-Appendix G) to measure oral language proficiency. This
assessment is completed over about an hour with the student, and can be completed during
informal or academic discussion. They are instructed to try and elicit some academic
language, but it is not required. Preservice teachers check off language levels based on
guidelines in the matrix, then provide specific examples of language use by the student to
justify the scores. Preservice teachers discuss the results with their CCT and provide some
strategies that might benefit the ESOL student. Preservice teachers who answered that they
“regularly” felt comfortable informally assessing ELLs went from 13.51% in the first survey,
to 62.07% in the post, and preservice teachers who “always” felt comfortable went from
10.81% pre, to 27.59% post. These results indicate that preservice teachers gain a significant
amount of confidence from completing just one informal assessment one on one with an
ESOL student, and with feedback from the CCT.
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The question, I am comfortable adjusting my instruction to meet the linguistic needs of
my ELLs, also reflected an increase in overall confidence by the end of the course. Pre survey
results show 2.7% said they are “never” comfortable, and 10.8% said they are “rarely”
comfortable, whereas the post survey results had 0% for both of these answer choices.
Preservice teachers who said they “occasionally” feel comfortable adjusting instruction for
ELLs fell from 18.92% pre survey, to 3.45% post survey. Finally, preservice teachers who
“regularly” felt comfortable adjusting instruction for ELLs went from 24.32% pre to 48.28%
post, and preservice teachers who “always” felt comfortable went from 43.24% to 48.28%.
The last question, I am comfortable making content culturally relevant for all students,
was surprising to me. Over half of preservice teachers indicated they “always” feel
comfortable with 54.05% in the pre survey and 55.17% in the post survey, an incre ase of only
1.13% by the end of the course. No participant chose “never” for a response in the pre and
post surveys, and 0% of preservice teachers in the post survey said they “rarely” felt
comfortable opposed to the 8.11% that “rarely” felt comfortable in the pre survey. The 12.5%
of preservice teachers who indicated they only “occasionally” felt comfortable making
content culturally relevant to all learners in the pre survey went down to 3.45% by th e post
survey. Finally, 41.38% reported they “regularly” felt comfortable in the post survey,
reflecting an increase of 17.06% to 24.32% from the pre survey.
The positive results from this last question may be due to the wording of “all
students”, instead of “ELLs” as in the previous questions. Before admission into the College
of Education, students must take a state prerequisite, Introduction to Education, which touches
on culturally relevant pedagogy in broad terms. Another course, Teaching Diverse
Populations, was another state required prerequisite until recently. Even though it is no longer
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required by the state, we still recommend students in our program take this course, and many
of them do. These two courses could give our students enough background knowledge on
diverse learners, at least in theory, that they understand the idea of making content relevant to
diverse learners. At the very least, they have heard the concept before. It is the English learner
term that is new to most.
Generally, the survey data seem to indicate that the first ESOL specific course, TSL
3080, does foster the development of confidence in preservice teachers when working with
ELLs. The theme that developed from the data is: School-based experiences foster
confidence in cultural competence that begins to lead students toward self-efficacy. At
this point, this theme can only be constructed in the most wide-ranging sense as it is
impossible to know, just from this survey, if the experiences increasing confidence were those
of being in the TSL classroom and working with classmates, working in a K12 classroom with
ESOL students, or working with the college professor and CCT, or a combination of all of
these. It seems the results are based on school-based hours since the questions ask about
working with ELs, however, there are no specific questions asking why they feel more
comfortable. We can only assume at this point. The retrospective data detailed later on in this
chapter attempt to develop this theme further. Even so, the question remains if this heightened
confidence can translate to self-efficacy. Can preservice teachers explain why they feel more
confident by the end of the class, and point to specific experiences that led them to believe
they can be or have been successful?
Past Assignments and Interviews
The analysis of data included reviewing 92 cultural discussion posts from 31 students in
one section of TSL 4081. Four students included in the discussions are in the Education Studies
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program that does not lead to teacher certification. These students may still intend to take state
certification exams on their own and become teachers eventually, however, they did not take the
same route that includes practicums and an internship in a K12 setting. I only referred to any
significant responses to other posts from these students, and did not code their original posts.
School-Based Tutoring assignments and Case Studies from 25 preservice teachers from
TSL 4081 are also explored. The students will be identified as Student 1, Student 2, and so on in
the order their data is introduced. The source of data will be indicated as Student Interview
(personal communication), Culture Discussion, SBN Tutoring, or SBN Case Study, i.e. (S1, SBN
Case Study).
Additionally, five of these preservice teachers were interviewed about their experiences
in the program. For this section, I began with the preservice teachers I interviewed. Mira, Rich,
Judy, Donna and Ben are all teacher education students in the College of Education. Rich, Judy,
Donna and Ben are all Caucasian students in the Elementary Education program, and Mira is a
Hispanic female who started the program as a paraprofessional in the school system and is in the
Exceptional Student Education program. Students from both programs graduate with ESOL and
Reading endorsements. Rich plans to be certified K-6 and did not have a grade preference at the
time, and Ben plans to become certified in secondary math outside of this elementary program.
All five of them had taken most or all the required coursework for the program, and would be
completing their final internships within the next two semesters.
Four major themes and multiple subthemes developed from the three research questions
analyzed. Findings are reported here according to major themes that developed from the data
used.
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I decided to address the first two themes here in the findings section together because
they are interrelated and share data. Initially I had them as one major theme and two sub themes,
but as I moved through the data, I realized that there were two major ideas represented here.
Although they connect to each other, and will be addressed together from the data here, they will
to be discussed in more detail in the end.
Theme 1- Cultural reflection provides a lens into diverse students’ varying
perspectives and the importance of knowing yourself and your learners, building
self-confidence.
Theme 2- Cultural reflection leads to associating classroom culture with
incorporating students’ varied cultures into the classroom, helping to build a sense
of cultural competence.
These two themes primarily stemmed from the Culture Discussions, and exposed
preservice teachers’ understanding of the importance of being culturally competent. Student
interviews (cited as personal communications) reinforced the themes. Theme 1, Cultural
reflection provides a lens into diverse students’ varying perspectives and the importance of
knowing yourself and your learners, building self-confidence, led students to further reflect on
how this transferred into the classroom with respect to teaching and learning. This helped to
develop Theme 2, Cultural reflection leads to associating classroom culture with incorporating
students’ varied cultures into the classroom helping to build a sense of cultural competence. Two
subthemes of this are: a. Considering diversity within curriculum for effective teaching and
learning and b. Promoting student learning by creating a safe environment of respect that
cultivates belonging and acceptance.
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Students displayed knowledge of how knowing your learners fosters cultural relevance,
thus promoting student engagement. In addition, classroom culture played a role in the way
preservice teachers considered ELs individual cultures. Classroom culture is when teachers
create an environment in the classroom that provides a space where students can feel valued and
respected (Scharf, 2018). Scharf (2018) stated “It is also important that students have
opportunities to learn from one another’s varied experiences and perspectives. To create this
learning environment, teachers need to skillfully draw on student experiences to enrich the
curriculum (p. 8).
Throughout the Culture Discussion assignment, preservice teachers continually indicated
that they highly valued the importance of knowing the educational backgrounds and cultural
backgrounds of their students. They could relate this to how it affects their approach to teaching,
and classroom culture. This was also supported during the interviews.
In the Culture Discussion my first participant Mira, an ESE major, answers the first
question: In your opinion, what are the two most important things you need to know about your
ELLs?, by suggesting to a certain extent that “knowing the students cultural background can help
promote cultural relevance in learning material, further engage the student by understanding the
cultural mannerisms, and even give a sense of familiarity to the student in the classroom.”
Commenting on reflecting on her own culture, she also stated, “I think that my culture defines
me because it is something I have always clung to” and that “I would use the positive attributes
that would help my students socially and academically, such as promoting kindness and
teamwork. But, I do believe it is important not to introduce information or ideologies that have
no correlation to the classroom” (Mira, Culture Discussion). Mira’s interview corroborated this
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claim in a general sense. When asked to recall the first culture reflection assignment in TSL
3080, Mira stated in part:
…from my personal standpoint, I come from a lot of different cultural differences. So it's
always been like obvious to me to just be understanding, but, but I feel like the class
opened my eyes and not everyone has my life obviously. … So you have to be aware and
to be flexible with teaching all kinds of people and working with all kinds of people as
well (Mira, personal communication, 2019).
Later in the interview, when I had her recall the Culture Discussion referenced earlier,
she said she relates most of her confidence in working with ELs to her own personal experiences.
She was “very immersed in different cultures from my early age” (Mira, personal
communication, 2019) And, explaining that she was raised in a bilingual and Muslim household,
she had a better handle on diversity.
I am very understanding of differences, especially in children. And I understand like
when I started public school how very different I felt among amongst everyone else. So I
feel like that will help me in the future as a teacher to comfort a student and to make the
class and more culturally aware and just to save space. Like I feel like that's really
important cause I did have teachers that did do that for me (Mira, personal
communication, 2019).
During our interview, Mira gave another example of why she thinks knowing your
learners is important. In one of the classrooms in which she was completing school-based hours,
a Hispanic student made a very rude comment to another student. However, the comment in
Hispanic culture is not considered rude. The student got in trouble, and the classroom teacher
had to explain to the student that it wasn’t acceptable language to use in school. Knowing a little
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about the culture, Mira felt bad for the girl and could recognize how cultural differences affect
classroom subtleties and culture (Mira, personal communication, 2019).
In her Culture Discussion, Mira also related how reflecting on culture impacts the
classroom and teaching. “Knowing the students cultural background can help promote cultural
relevance in learning material, further engage student by understanding the cultural mannerisms,
and even give a sense of familiarity to the student in the classroom” (Mira, Culture Discussion).
She went on to say:
Through allowing ELL students the ability to express their culture through different
mediums, I can help them preserve their culture while learning more about the new
classroom culture as well. By doing this, I will not be erasing or replacing a students
cultural identity which I find is very important. This can tie in socially as well in the way
of allowing a student to express themselves through work, providing assignments that
enhance the classrooms understanding of different aspects of the culture, and starting
healthy discussions to promote cultural understanding (Mira, Culture Discussion).
Mira, identifying the need to allow her students to express themselves, but also learn about the
new classroom culture is important to note. She realizes here that while it is important to help
students preserve their own cultures, and use them in their personal learning, they must also
adapt somewhat to the common classroom culture.
In response to Mira’s post above another preservice teacher in the teacher preparation
program, Student 1, replied, “I agree that it is important not to introduce personal ideologies into
the classroom. Having a classroom that is open to all systems of thoughts and ideas is a great
way to provide a positive atmosphere for students” (S1, Culture Discussion). This student
acknowledges that a positive atmosphere of inclusive ideals is essential in the classroom.
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Compatibly, the next student Rich, an Elementary Education major, also expressed in the
Culture Discussions that knowing your students’ cultural backgrounds is essential. He was able
to consider how cultural background may be linked to learning style and how that could
potentially affect the dynamics of the classroom.
In my opinion, one of the most important things I need to know about a student who is
ELL is his/her cultural background. Having knowledge of the student’s cultural
background can give insight on what type of learner the student may be. Is the student
coming from a country that is more individualistic or collectivistic? Students who
immigrate from a place that is more collectivistic may have a more difficult time adapting
to how education may be taught here. However, I think having a balance between
individual assignments and group tasks will help. Besides learning preference, we as
teachers need to understand where the student is coming from. We need to figure out
what type of life the student has lived before. Understanding the history of the student
will help us connect with the student. We will get a better sense of the student so that we
can be there for him/her (Rich, Culture Discussion).
Rich linking the learning styles of students to their cultures demonstrates an understanding of
that deeper cultural link and extends beyond the surface culture generalities we see preservice
teachers display more often. This is thinking more of the individual learner in regard to his or her
cultural background and experiences rather than a group as a whole.
Rich also shared during his interview that part of cultural competence is being open to
other cultures so that “not everything is set into stone” (Rich, personal communication, 2019),
indicating he sees a relation between cultural competence and flexibility in his classroom, part of
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classroom culture. Rich went even further associating this with to specific strategies and
materials he would use in the classroom.
I would assign the student a classroom buddy to help integrate the student into a routine. I
would converse with the student and just do my best to create a warm and welcoming
environment. I would also meet with parents or guardians to get a deeper understanding
on the student’s previous education and how the student and family is adapting. Materials
for learning will be taught and provided accordingly given their language level (Rich,
Culture Discussion).
When considering how his own cultural values might impact the way he teaches as part
of the Culture Discussion, Rich illustrated how he feels his own background will have a positive
effect on his students, also relating this to respect in the classroom.
I grew up being exposed to different cultures. My best friend growing up is from Jordan
and he currently resides in Jordan. Another friend of mine was born in France. A majority
of my friends and the people I often associate with come from diverse backgrounds. I
love learning about the experiences that some of my friends had to go through. I
understand that assimilation can be tough depending on how life was in the other country.
The most important thing a person should know is that one culture is not better than
another. I believe that everyone should be greeted with respect. (Rich, Culture
Discussion).
Rich speaking about equality in his classroom and linking it to respect shows that he considers a
respectful classroom key to learning. He thinks about his friends’ experiences and has some
background knowledge of challenges ELs face in the classroom based on that.
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Rich’s classmates agreed with him. Student 2, a classmate of Rich’s who is not seeking
teacher certification, but is in the Educational Studies program, replied to Rich how wonderful it
was that he could learn about different cultures through his friends and that his life experiences
would benefit him working with ELs (S2, Culture Discussion). She went on to say “Living in a
diverse world is an amazing thing as it helps us understand others and how the world varies” (S2,
Culture Discussion). One more student, Student 3, was even able to connect by providing a
specific example of her own experience working with an ESOL student from the first ESOL
class while responding to Rich.
I love how you mentioned about the students culture and sense of society. I am a big fan
of Vygotsky and I believe that we learn from our culture. It is so interesting to study
different cultures and how they interact. I love how you had an example of a student
coming from a collectivist society and how they would have a hard time adjusting. What
comes to my mind is one of the first kids I interviewed for our first ESOL class. I
remember him saying how things were so different compared to his home land of Laos.
He felt nervous his first week of school and did not understand the point of PE. He did
not like everyone looking at him and he felt like everyone was talking about him. You
kind of forget the little things that children have to make an adjustment to (S3, Culture
Discussion).
This student recalls experience from the first ESOL class and makes connections to how her
student in the past adjusted to class. Considering a student’s cultural view of society can have a
positive impact on how teachers help their new students adjust to traditional western classrooms
and norms.
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The third interview I completed was with Judy. When asked about why she thought many
preservice teachers tend to feel trepidation about working with ESOL students for the first time
(based on the survey in TSL 3080) she supposed that it is a big issue that possibly a lot of
students don’t have enough experience with other cultures. She also said that she enjoyed
reflecting on her own culture and the cultures of her students as part of the class because she
realized people may have personal biases that they are not aware of. She felt it might be too easy
to “turn a blind eye” by not being aware of other cultures. (Judy, personal communication,
2019).
Likewise, Donna, my fourth interviewee and an Elementary Education major, conveyed
similar views in her Culture Discussion, saying cultural background of your ELs is important to
know because it can provide some insight into how they might interact with others. She
continued on to remark that thinking about her own values will help her respect student
differences and hoped to always keep in mind not to push her own values onto her students
(Donna, Culture Discussion). Donna also made connections to how she can help her ELs by
learning about their cultures, and how respecting and valuing her students’ cultures can affect
them socially and academically.
Culturally, I think it will help me respect and honor the ELLs own culture. I can plan
ways to incorporate the student’s culture so the class can learn and be respectful of it as
well. I would be able to research and learn about the culture to best understand how the
student may behave, learn, play, or a number of other things. I think that ties into social,
physical and academics as well. Being aware of the student’s culture can help me guide
them socially, physically and academically, while respecting and valuing the student’s
culture and comfort zone. (Donna, Culture Discussion).
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While this response indicates respect in the classroom, it also displays an understanding that
while incorporating a student’s culture into the classroom, teachers must also consider the
students’ comfort zones.
Two of Donna’s classmates responded positively, agreeing that is a good idea taking “a
step back from your own cultural values in order to better understand your ELLs” (S4, Culture
Discussion) and another “I really liked how you said you would incorporate something within
the students culture so their peers can learn about it as well. I also agree and feel as if it is very
important to be culturally competent!” (S5, Culture Discussion). The dialogue among the three
students shows that the preservice teachers are thinking about cultural competence in the
classroom and what it means to be culturally competent. However, at this point they are thinking
about this is general terms and not linking it to any personal experience with students.
Ben, an Elementary Education student and the last student interviewed, also stated in his
Culture Discussion that knowing the student and the cultural background of his ELs is
fundamental, however in his interview he said the topic of recognizing different cultures made
him uncomfortable and he sometimes feels offended and attacked as the majority. He
acknowledged that he may be taking it the wrong way and knows teachers might just need to be
focused on “knowing your students and …where they come from...and how they are going to
react to the instruction” (Ben, personal communication, 2019). In his Culture Discussion, Ben
discussed what his classroom would look like, and integrated classroom management into his
idea of classroom culture.
My cultural values will ensure that RESPECT, acceptance and equality are always our
guiding principles. My values will help me better understand my students and their
educational needs. They will help me maintain an inclusive classroom that is appealing
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and fun to learn in. My students will learn the importance of helping as opposed to
chiding; they will act as a community of one and this will all happen through routine and
procedure that I/we develop, practice, rehearse, and practice some more. (Ben, Culture
Discussion).
Ben’s idea of respect and equality is linked, for him, to classroom management. Classroom
management is a large part of the classroom culture that not many students addressed. Talking
about how routines and procedures can help students adapt to classroom norms is vital in
building a community. There was some good dialogue about Ben’s post and it seemed to engage
at least one other student in the idea of classroom management as part of the classroom
community. Student 7 responded to Ben’s post.
I think you brought up an excellent point here about how predictable routines and good
classroom flow can help your ELLs. I hadn't thought about how good classroom
management could do a lot for an ELL's sense of comfort in a class. Especially if they
have particularly limited (or no) English proficiency, not being able to understand what to
do from moment to moment would be really disorienting to a student whose environment
is already foreign and overwhelming. If you create predictable schedules and routines the
student will be able to pick up on the nonverbal cues as to what he/she should do at any
given moment in a school day, thereby reducing their unease. (S7, Culture Discussion).
Considering other ways culture can affect the classroom, Ben discussed ways he could
incorporate students’ culture into his teaching.
Culturally, I can do an "around the world" type thing where we all share things about
ourselves and culture. I will ensure that varied cultures are represented throughout the
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year within our activities. I will find ways to intertwine my ELLs culture with the lesson
to try and give them a perspective they can better relate too (Ben, Culture Discussion).
Student 11 responded to Ben’s ideas positively.
I love your idea to do an "around the world" type activity. I think that can be a great way
to not only get to know all students better but also allows you to get some information on
ELL students who may be from another country or cultural background. Knowing as
much as possible about their culture allows us as teachers to somewhat relate and also
respect them as individuals. Great ideas! (S11, Culture Discussion).
Both Ben’s and S11’s posts reflect more of the surface type views of culture that are evident in
most preservice teachers’ discussions and reflections. They display the knowledge that other
students, native English speakers, can also benefit from being exposed to different cultures, but
so not seem to consider how this open sharing might fit with the ELs ideology.
Student 15 also associated culture to possible classroom behavior just as Ben had in his posts.
Considering behavior, and not just background knowledge, as part of the nuances of different
cultures in the classroom is still not as common in these earlier discussions and reflections, but a
few seem to have picked up on this aspect from Ben’s original post.
Understanding an ELL's culture can provide great insight into the their behavior (do they
take pride in accomplishing tasks in groups or receive gratification through the merits of
their own work? How does their culture interpret victory and failure and to what extent
does it affect them emotionally? (S15, Culture Discussion).
Students were also able to apply the understanding of knowing ELs cultures, to what that
theoretically means for the classroom. Student 1 provided specific examples of how prior
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academic experiences would affect the student and this knowledge could help teachers engage
students in the classroom.
Regarding the educational background of the ELL, it gives the teacher a starting point for
how this student learns and allows the teacher to engage the student in learning
experiences that will connect to their cultural background. Additionally, ELL’s may have
more or less experience in different areas of academics that that of their peers.
Recognizing and assessing these strengths and/or weaknesses of the ELL is crucial for
their academic success (S1, Culture Discussion).
Student 1 reflected on how her own values will help her as well, stating her values would help
her to “embrace and respect their beliefs” (S1, Culture Discussion). She also explained how she
might incorporate different cultures into her classroom, and also how she planned to create a
positive class culture.
To help ELL’s in my classroom be successful culturally, socially, and academically, I
would incorporate all of these student’s cultures as well as the American culture into my
classroom. Having students learn about new cultures is always exciting and is proven to
be very beneficial to their social and cultural understandings of one another. In assisting
in ELL’s academics, I would plan my lessons to build off their unique cultural values and
academic strengths. One way to do this would be to incorporate a “Culture Week” at the
beginning of the school year and each day, students will learn about a culture different
from their own, or even learn things about their own culture that they may have been
unaware of. Having students understand and respect one another and where they came
from is a wonderful way to get students socially involved with one another and will
create a positive classroom atmosphere for students to learn (S1, Culture Discussion).

84

This way of incorporating culture into the curriculum by having a “culture week” again displays
the level of depth preservice teachers consider as culturally valuable at this point in the program.
While a few students have shown a deeper level of what culture means to the classroom in more
personal and individual ways, many still think of the surface culture as the point.
Reflecting on her own culture, Student 3 shares some insight into her own open
mindedness.
I come from a large Hispanic family so a lot of times I feel like I can somewhat relate to
students where English is not their first language. My mother did not speak English when
she started school and she had to adjust to a new language. Had she not had the support
of her teachers, things might have turned out differently. I think my patience and ability
to keep an open mind will help assist me when I am working with ELL students in the
classroom. I also believe that putting yourself in another person's shoes is always mindful
when thinking of students or even people that have come to the United States. It is also a
good idea to know where students are coming from and what they might of gone through
that way you can be a good support system for that student (S3, Culture Discussion).
Drawing from her own experience growing up in a bilingual household with a mother who
struggled in school as an EL, Student 3 can, as she says, put herself in someone else’s shoes. She
considers how important it is to try to understand circumstances based on other points of view.
This student also realizes, based on her mother’s experience, how the role the teacher plays is
important. Being a supportive of your students is part of being a teacher.
The example below by Student 4 also illustrates how students recognize that open
mindedness can affect learning in the classroom.
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Knowing their background in both education and home/ culture can help a student grow
socially by being aware of what might help this student, what might hurt this student.
Knowing this information can help a teacher place a student in their most appropriate
environment.
My cultural values might impact my work in the classroom through my actions, the way I
present information, and what I believe to be the normal way of doing something. It is
important to stay open minded to different cultures that may be represented in my future
classrooms so I can accept and learn about new things (S4, Culture Discussion).
Several students responded to S4 positively by agreeing with the post. Student 5 responded
specifically addressing the open mindedness.
I agree what you said about knowing their background at home and their culture in order
for them to grow socially with other students. I think it is so vital to understand in order
to implement techniques to help them achieve further! I also like how you said its
important to be open minded to other students which is a very important quality (S5,
Culture Discussion).
Student 8, another preservice teacher, points out that knowing about your students provides
insight to help them succeed.
You made really great points and I agree that cultural and educational background are
important to know about your student. They will give you insight to how the student
learns and how you can help them succeed (S8, Culture Discussion).
Student 1 even expands on the original thought in her response by deliberating being a positive
example to students and creating that classroom culture of acceptance.
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I agree with your opinion and included cultural background and educational backgrounds
as two of my important things to know about ELL's in my classroom as well. Being
aware of both of these aspects will assist the teacher in providing the best education they
can for their ELL student(s). I also think it is important to stay open minded and be
willing to learn about cultures different that our own. This way of being is a positive
example we could set for our students encouraging them to accept others that are
different then they are (S1, Culture Discussion).
This theme of open-mindedness from the few examples above illustrate how preservice teachers
are thinking about different perspectives and all it entails. They display self confidence in being
open-minded to others’ views based on their experiences and considering that as part of their
classrooms which promotes cultural competence.
Student 5 makes the connection from students’ culture to learning and academic
experiences as a key example of how knowing your ELs is relevant to classroom culture.
I feel that the two most important things you need to know about your ELL is their
cultural background, as well as their Individualistic and collectivistic cultural
expectations. It is important to have cultural competence about your ELL and their
background so you can be able to begin the steps necessary to tailor lesson plans to help
them. On that token, I believe it is necessary to understand the ELL’s individualistic and
collectivistic cultural expectations because most discrepancies happen when we are not
competent on their form of communication. Once you understand their individual body
language you will be able to understand and have a better respect for the students’ prior
experiences to communicate more efficiently. I feel it is equally as important to mention
the significance of knowing the psychological distance of the ELL. By knowing the
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students’ educational expectations, it will help to create high expectations and perhaps
understand if there is a lack of motivation. This will help the teacher to tailor lesson plans
according to their needs by introducing new method of approach such as including their
interests into the lesson to help promote their motivation (S5, Culture Discussion).
This preservice teacher explains in detail how knowing and simply respecting the differences in a
student’s past experiences can affect motivation in the classroom, and having high expectations
is part of helping students succeed. When reflecting on her own culture, Student 5 said, “My
personal culture has people who are very collectivistic, and willing to help each other. I believe
that by implementing my culture within the classroom can help the students understand the
importance of teamwork and working collectively” (S5, Culture Discussion). Student 5 also
explained how she could help her ELs be successful in multiple ways.
You can introduce that student to concepts or customs they might not have in their native
country by having a picture example key of the celebration they have never heard of as
you are teaching it in the classroom. This will help the student assimilate culturally, and
academically. By understanding the way in which they communicate can help teachers
lead the ELL into understanding the differences we have in communication verses their
native culture. By explaining this to them can help them grow socially and even have
physical confidence by means of knowledge, as well as quickly breaking down those
non-verbal discrepancies’. By knowing a student’s educational expectations, you can then
create a lesson plan that includes their personal interest in order for them to be more
motivated while learning the subject which will overall help them academically and
socially (S5, Culture Discussion).
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This reflection displays confidence in cultural competence as S5 describes specific measures she
would take in her classroom to address the multiple facets of cultural differences, including
social, physical, and non-verbal. Donna agreed with Student 5, responding to her post in a way
that adds her own ideas of how to slowly incorporate classroom norms into the regular routine of
diverse students.
I enjoyed your post and think it's great you recognize your own collectivistic background.
I would just caution that you not pressure students into working in groups if they are not
ready for that. I know you have the very best intentions on demonstrating the importance
of teamwork. I'm just adding a perspective. They should still value their individuality
while learning the importance of teamwork. Thanks for sharing! (Donna, Culture
Discussion).
One preservice teacher also in the Elementary Education program, Student 6, explained
in detail how knowing his students’ cultures would impact his classroom and approach to
teaching. He remarked that knowing a student’s cultural background, “is important in that it
allows the teacher the ability to find a way to connect with the student as well as identify
possible concepts they have no familiarity with” and links this to inclusion in the classroom as
proposing this would help ELs be “involved within the classroom to their fullest extent (S6,
Culture Discussion). Student 6 also considered what can be done help your ELLs be successful
culturally, socially, physically, and/or academically. In answering this, he displays an
understanding of promoting student learning by creating a safe environment of respect.
There are a lot of possible ways, and immediately I'm drawn to the idea of exposing the
class to the idea of other cultures by means of the ELL student(s). It could be used as a
learning tool to not only help that student establish an identity within the classroom but
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also as a way for the students to learn about where their classmate came from and what
the world around them is like rather than just [here]. I would also work to establish a
sense of freedom within the classroom so that all my students feel comfortable enough to
express ideas and ask questions. They won't learn if they're too afraid to ask or if they
think they'll be ridiculed. As far as the academic level goes, I would work to get the ELL
student(s) involved in whatever classroom rewards program I have in place and get them
feeling motivated to succeed (S6, Culture Discussion).
He continued to discuss how reflecting on his own cultural values would affect his classroom.
This sort of plays into the last one but I would really ensure my classroom is a safe place
for students to not only learn but to ask questions, to discuss ideas, and to build a sense of
community within those four walls. I have seen a variety of classrooms over the last two
years and I can safely say some of my favorites were the ones where the teachers tried to
instill this within the classroom. The students were a lot happier and not afraid of the
backlash from answering a question incorrectly or whatever mistake is made. As for the
cultural aspect to this, I was never really raised with any specific guidelines in place for
that. I just grew up in such dramatically different places in some instances that I never
really had a world without culture so to me, that's natural. I intend to put that to work in
the classroom as well where the students will only see culture as a learning and growing
experience for them. To learn about a friend, to grow in their awareness of the world
around them, and to find common ground wherever it may be (S6, Culture Discussion).
Student 6 displayed an understanding that getting to know his or her students helps to build a
connection and aids in recognizing prior knowledge and how that affects learning. The student
also plans to expand the perspectives of his or her other students in the classroom by helping

90

them learn “what the world around them is like rather than just [here]” (S6, Culture Discussion).
Expanding the cultural knowledge of all students can in turn make the classroom culture more
accepting overall but focusing on the similarities instead of the differences might be an approach
that many students are still missing early on in the program.
Classmates agreed with S6 though and one student who is an Exceptional Student
Education major, Student 7, related this to making students feel safe in the classroom, and how
that promotes learning, to what he had seen in his classroom experiences.
It sounds like your definitely coming from a place of using cultural differences as an
asset rather than viewing them as an obstacle. I also think creating a classroom culture
that encourages risk taking by making students feel safe to express their ideas and
answer/ask questions is very important. I've noticed some teachers using questioning
strategies to do this. For instance, if a student raises his/her hand and answers the
question incorrectly, instead of saying "that isn't correct" the teacher might ask "How did
you get that answer?" or "What made you think of that?". When the student responds, the
teacher can use that to show value in some aspect of the student's process or thinking.
This way students aren't afraid to engage with the rest of the class, even if their answer
may be incorrect (S7, Culture Discussion).
Again, this points out that preservice teachers are “using cultural differences” instead of focusing
on the similarities of diverse students. Understanding the differences is important for perspective,
but finding the similarities is how to make the content relevant to all in the classroom.
In his own original discussion post, Student 7 maintained that knowing the specific
cultural background of your students is critical for many reasons. One example he provided was,
“If you find out they come from a rural area and have not had any experience with technology,
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you can (at least initially) avoid using too many computer-based teaching tools” (S7, Culture
Discussion). Additionally, reflecting on his own cultural background and the culture assignment
from TSL 3080, Student 7 considered his own privilege, and how that might influence bias.
In my cultural identity paper I reflected on my background as a white male and the
privilege that has afforded me in society. I think thoughtfully considering the challenges
others face due to their race, gender, ethnicity, disability, socio-economic status, level of
English proficiency, etc. is incredibly important when educating a diverse population of
students. Knowing my cultural background is one in which I have not had to experience
these struggles is the first step towards removing the kinds of barriers that might impede
effective cooperation with students and their families as we work toward their success in
my classroom. Also, checking my privilege and removing personal bias from my
approach to teaching will help me keep high expectations for all students. Too often
teachers don't do this and end up failing their students because they are operating under
biased misconceptions about student ability (S7, Culture Discussion).
Student 3 can relate and responded to Student 7’s post with her opinion of bias in the classroom.
She also commented on his remarks about privilege.
I liked the points you made and I feel that knowing culture and language is important as
well since that will define how they pick up a language and how they react in the
classroom. It is interesting to see how cultures respond in different ways when they are in
the classroom. It may involve avoiding eye contact or even looking down. Our society
would see that as not paying attention or not caring, but in reality in their culture it is a
sign of benevolence and respect.
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It is also interesting that you mentioned about checking your privilege. Now a days with
what has been going on with immigration, it can be hard to understand what some
children went through and how they got here. As teachers it is our responsibility to
promote kindness and openness. Removing bias and misconceptions is a great approach
and I am glad you mentioned it (S3, Culture Discussion).
Considering privilege and bias while reflecting on your own culture and background is an
important step in becoming culturally competent. It also shows some students are thinking
beyond that surface culture and stereotypes.
All of the discussion posts so far reflected preservice teachers’ understanding of the
importance of reflecting on your own culture and knowing your ELs’ cultural background.
Linking this to classroom culture and then on to teaching and learning though has been shown at
different levels. For example, Student 3 shared “I think the better you know your student the
better they are able to learn quickly and also feel accepted”. She then displayed an ability to
apply this to classroom culture by considering it “important to introduce ELL's to a safe
American classroom culture” and “keep things simple to prevent frustration, stress and feelings
of worthlessness” (S3, Culture Discussion). Student 3 went on to say ELs need to be able to
focus on learning the language to develop communication skills so they can “feel included with
their peers” (S3, Culture Discussion).
Student 8 said that once she knows about her ELs’ cultural background, it will help her to
“create lessons that are engaging for the student and that challenge the student to continue to
grow. I can include pieces of their culture in the classroom. This is a great way for students to
learn about different places and for a student to feel like they belong” (S8, Culture Discussion).
She also showed interest in creating a classroom of community so that everyone feels welcome
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based on her own positive values. Student 9 also said that she was raised to always stay positive.
She would transfer this to her classroom by creating a “a positive, encouraging, supportive,
loving, caring, vulnerable, creative, and determined environment for my students” (S9, Culture
Discussion). Donna agreed with Student 9 about having a positive classroom but said she “took a
different approach to answering that question and related it to being aware of my own bias. Some
values of mine are different than what my students will be, and I think it's important we
recognize that in order to not make our students feel they need to conform to us” (Donna, Culture
Discussion). All these students reflect on creating a positive and supportive classroom that
welcomes other cultures and their individual values. They try to add ways it will influence the
classroom and the way they approach their students.
Student 10 said she wants the students in her classroom to “feel free and open to express
themselves and their individuality and cultural diversity” (S10, Culture Discussion). In the same
way, Student 11 expressed the desire to teach her students to respect each other.
I was always taught to accept and respect everyone no matter their cultural differences. I
believe that we should always be willing to get to know and understand people with
different cultures than our own. I know my beliefs will carry to the classroom as well. I
will see all students potential and help them to learn and succeed. I will allow students to
embrace their culture as well as learn about the new culture they will be around (S11,
Culture Discussion).
Preservice teachers continued to cite cultural backgrounds as one of the most important
things you can know about your ELs, associated how their ESOL students’ cultures and their
own cultures could be linked to the overall culture of the classroom, and made connections from
this to classroom culture. Student 12 said:
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Not only is it important for me as a teacher to be open to the culture of ELL my students,
it also can make a huge difference if my other students are exposed to the culture as well.
Socially, having an ELL student share things about their culture that help others
understand them better is so important. I need to make sure that both the ELL student's
culture as well as American culture is immersed into my classroom.
and
I believe that the time they spend in my class and ANY class is such a large portion of
their lives that the expectations that are put in place in my classroom, will help create a
culturally accepting, academically enriched and an overall a comfortably safe
environment for all of my students. (S12, Culture Discussion).
Initially this student talked about hoping to immerse all cultures represented in her classroom as
part of her classroom culture, exhibiting some naivety in how that would be accomplished, but
still demonstrates some cultural competence in wanting to create that “culturally accepting,
academically enriched and an overall a comfortably safe environment” (S12, Culture Discussion)
for all of her students.
Student 13, another preservice teacher in the Elementary Education program, had a lot of
insight on engaging students and how that can affect learning not only the classroom, but all
aspects of their lives. She then went on the reflect on how our biases can influence the
classroom.
I think it starts with planning effective and engaging lessons. With an emphasis on
engaging. I love the quote “At the end of the day people won't remember what you said
or did, they will remember how you made them feel.”- Maya Angelou; because it is so
true. I think that we need to help our ELLs feel accepted and included in our classroom
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and to never make them feel like a burden. if we manage to do this in our lessons and our
day to day life at school the students will learn, they will be engaged, and be successful
not only contentwise but in all stages of their life (S13, Culture Discussion).
Regarding reflection on her own cultural values, Student 13 also considered how bias can be an
influencing factor in the classroom.
I think that our cultural values and biases come into our classroom and affect how we see
our students, how we lesson plan, what our expectations are, etc. I think that I am pretty
self-aware of what my cultural values because of this and the way my personality is I
think I am a big doubter of my perception on people because I do not want to act biased
against anybody especially if it is due to cultural values and not necessarily the truth
(S13, Culture Discussion).
Student 13 also had a good response to her post. Student 14 seemed excited that there was a lot
of agreement on knowing your ELs.
It's great that nearly everyone in the class is in agreement that learning more about the
English language learner's background and English proficiency is crucial in helping them
succeed academically, as well as socially - shows how well we are all learning in the
classes!
I love that you mentioned planning engaging lessons! I mentioned incorporating the ELL
student's culture into the lessons to help them feel more welcomed in the classroom, but
if the lesson is not engaging, they won't be involved at all with the material (S14, Culture
Discussion).
In Student 14’s own discussion post, she was able to think about curriculum materials
and multicultural books that would help incorporate her ELs culture in the classroom.
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Depending on the personality of the child – shy or not – as well as their proficiency in
English, I would see if they wanted to share some information about where they are from
and whatever they feel comfortable sharing. I would also try to have a student
ambassador, someone I know who will provide guidance and friendship in the first few
days, to help a younger student not feel alone.To help my English Language Learner
student feel more accepted in the classroom, I would ensure that I represent their culture
within my instructional practices; for example, when using a story for the basis of the
lesson whether for finding characters, meaning, or even text features, it would be
beneficial to use a book that features the cultural background of the student (S14, Culture
Discussion).
Rich replied to Student 13’s post by remarking on how using multicultural curriculum relates to
classroom environment.
I love what you said about representing student cultures in the classroom. Using books
and having many books available that represents many cultures enables students to
connect to material. Labeling objects and using visual cues on instructions is something
that I see myself doing as well. I think you are going to do well with creating the
classroom environment desired (Rich, Culture Discussion).
Student 2 also replied that she agreed learning about the background of your ELs will help
communication, not just for the students, but the families as well. All these students display
confidence in cultural competence by the way they provide details in the role culture plays in the
classroom. Although most of these views are based more on basic ideas of how culture is
important in the classroom environment and how to integrate multicultural resources into the
classroom aligning it with learning, they really are able to make deeper connections to how this
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can simply aid in making their ELs feel more welcome and comfortable in the classroom. I think
the predominant take-away in these reflections is that creating a welcoming environment,
somewhat by making an effort to represent other cultures in the classroom, is just as important to
learning as the curriculum itself.
Student 16 brought up more than just knowing the culture of your EL. He expressed his
belief that his ELs’ refugee status is also “critical” to know because it could have been
“traumatic”. He asserted, “Understanding the difficulties that the student has been through can
inform me of specific triggers that can cause the student emotional pain. It’s important that I am
aware so I can be respectful and sensitive” (S16, Culture Discussion). This also got some
attention in replies. Student 11 agreed that refugee status would be important.
Its true that we should try to understand a little of what they have experienced or may still
be experiencing so that we can know how to help. Even though we might not have
personally experienced what they have, its still best to have empathy and respect for their
situation. (If they have one) (S11, Culture Discussion).
Student 16 mentioned the Pygmalion Effect when reflecting on his own culture, explaining that
he has confidence in overcoming anything, and why it is important to have high expectations for
students.
Pygmalion effect studies demonstrably prove how important a teacher’s expectations are
in a student’s performance. Knowing the limits of reason are equally valuable. I
understand that too much confidence in one’s reason can lead to hubris and
unresponsiveness in a teacher. In other words, I understand how important it is to listen
and not prejudge (S16, Culture Discussion).
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Student 16 discussing limitations of students is something that most students did not address.
Knowing that students may have limitations that are not always within our control is key for
increasing self-confidence. It is okay to have limitations and we can still make progress. Student
17 also discussed incorporating students’ cultures into the classroom and his ideas of classroom
inclusivity also address the safety theme.
As a teacher, once I am aware of the most important aspects of my ELL students, it
would be ideal for me to try and incorporate some type of lesson(s) or activity from those
students’ cultures into the classroom. Whether it is some form of presentation or a type of
tradition within the culture, I would make this a priority because it would allow the other
students to benefit from learning the new information. Additionally, the other aspects
mentioned such as social or academics can be strengthened for the ELL student through
sharing their own experience(s).
I was raised in what is often referred to as the “Bible Belt” in the deep South. However, I
often found that my views differed from many of the people I knew, including those of
my own family. I fully believe in inclusivity and diversity in the world – so my classroom
would be no exception. I want to create a safe space for my students to not only express
their truest selves but also be encouraged to do so. These kinds of values and keeping my
mind open will impact my work because I will always remember that I can learn just as
much from my students as they can learn from me (S17, Culture Discussion).
Student 17 continued that safety theme for his classroom, but also focuses on incorporating his
Els’ cultures into his classroom in a way that he seems not to realize may be intrusive to students
from some cultures. Student 18 responded to Student 17’s post with why it is so important to
know your learners, and how it ties into lesson planning. Students 17, 18, 3 and 19 also all
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displayed an open mind in discussing how teachers can learn from students as well as seen in the
responses to Student 17’s original post below.
I like how you said that you as a teacher can learn a lot from your students as they can
with you. This is so important to know as a teacher. We are never done learning and there
is so much to learn. I feel like sometimes older teachers get stuck in their ways and feel
like they know everything because they have been teaching for so long. We have to
change our lessons to best suit the students we are teaching and that is why it is so
important to know our students (S18, Culture Discussion).
Your statement about kids feeling safe and being their true self just spoke to me! Even
though people can be raised differently with different cultures, backgrounds, religions etc
it is so important to have an open mind. It is so true that you can learn just as much from
a student, especially a student from another country. Those are the kind of experiences
that help us to become better teachers. Learning is an infinite process, especially teachers
(S3, Culture Discussion).
Student 3 keeps an open mind regarding continually learning and growing as a teacher. I think
this is important to note that realizing teachers can and should constantly learn and develop their
teaching practices promotes self-confidence. Knowing there will always be room for growth
shifts that focus of, my lesson didn’t go well, maybe I am not meant to do this to that lesson did
not go as well as I liked, what could I change.
I agree that the students cultural background and academic levels are very important to
learn. Incorporating the students cultures into your lesson plans is a great idea and a great
way to help those students feel welcome in your class. Overall, your post was well
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written with great ideas on how to incorporate ELL's into your daily classroom
environment (S19, Culture Discussion).
More discussion posts linking knowing a student’s culture to a safe classroom
environment, and how it promotes student learning, are highlighted here. Student 20 said it is
“vital to know the cultural backgrounds of your ELs for success” and that this leads to “creating
a comfortable classroom environment where they feel safe and are able to ask questions without
fear” (S20, Culture Discussion). In addition, Student 20 said she was raised by immigrants and
wants to bring the same support they provided into the classroom to “help bridge that gap
between cultural backgrounds and second language acquisition” and also wanting to get them
“out of their comfort zone when I see they are ready and challenge them to push farther than they
thought they were capable” (S20, Culture Discussion). Student 21 continued this theme saying
she wants to “create an environment that makes them feel the most comfortable and ready to
learn” (S21, Culture Discussion). She supported this when discussing her own personal values.
I value honesty, loyalty, empathy, etc. Implementing those values into my classroom will
not only create a successful learning environment for all of my students, but especially
my ELL's. If they believe that they are welcomed everyday, treated with respect, treated
fairly among their peers, and are shown honesty, then I am confident that they will be
more inclined to succeed in both their own academic and social skills (S21, Culture
Discussion).
From the Interviews and the Culture Discussions, it seems that self-reflection does foster
cultural competence in the classroom in a way that appears to be efficacious. The students at this
point are able to realize that culture is critical, and reflecting on their own culture and that of
their students is vital to both teaching and learning. Students demonstrated knowledge that
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varying perspectives play a significant role in the classroom in relation to classroom environment
and classroom culture. Understanding that incorporating students’ prior knowledge in the
classroom impacts learning in many ways was evident and the students exhibited self-confidence
in cultural competence. They are able to provide explanations of why and provide specific
examples such as classroom environment and curriculum.
Reflecting back to the cultural self-reflection from the first ESOL class, many students
were able to communicate how their own cultures could influence pedagogy. Additionally, the
simple process of these discussions being social in nature also had an impact of the data. Student
responses indicated that they were learning from each other within the exchange. Many times,
students expressed their excitement over a post regarding something they had not thought of on
their own. Reflecting on culture and its potential influences on the classroom helped the
preservice teachers to consider ways of incorporating culture in the classroom.
Theme 3- School-based experiences foster confidence in cultural competence that
begins to lead students toward self-efficacy.
The different types of school-based experiences discussed in two assignments from TSL
4081, indicated that cultural competence is fostered through various experiences working with
both K12 ESOL students and experienced CCTs. Social interactions and academic interactions
both had an impact on students’ perception of becoming culturally competent.
During the interviews with preservice teachers, social interactions were also discussed.
While all five of the preservice teachers interviewed agreed that their classroom experiences
made them more culturally competent, they were hard pressed to come up with specific
examples of how or why. Donna said it was going too far back to think about how that helped
specifically, but that she just remembers being nervous to work with ESOL students at the
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beginning of the program, but that after working with them she became more comfortable. When
I tried to press for more detail, she clarified saying:
I guess it's a combination of the school based hours and the assignments because without,
I mean, we could read all about it all day, but without actually working with the kid,
that's, it’s not applicable. I can’t apply it without having the kids to work with. (Donna,
personal communication, 2019).
When preservice teachers were asked about social interactions regarding culture between
COE classmates, only Judy and Ben said they experienced any. Judy said only during class
assignments that specifically addressed culture, however Ben had a classmate who was Native
American, and he remembers talking with him a lot in class about his culture. They both referred
to assignments in the reading classes required in the program, and the Family Engagement
Presentation from TSL 3080 that was a group assignment but said even that was split up into
sections and they didn’t really interact over it. Referring to the presentation, Judy reported that
classmates in her worked on their own sections in isolation. Ben, referring to the Native
American classmate he interacted with said, “one of my classmates is Native American, so we
had a pretty deep discussion before about that, that it's, you know, whole lot of things they, they
get ignored and their history is kind of wiped clean a lot” (Ben, personal communication, 2019).
With further prompting about whether this helped him have any more perspective on cultures, he
indicated that he is already a very open and accepting person.
Judy answering the question about social interactions with classmates stated, “Not in
particular. I mean, there was a student and she was very proud of her Spanish heritage, so when
we were having these discussions, she would speak up, but, and then Dr. xxxx liked that.”
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Reflecting a little further, Judy also claimed, “I don't think there's a real large cultural exchange”
(Judy, personal communication, 2019).
This was a little disheartening as I expected students to be able to recall all or most of the
classroom discussion that occurred in class and online. There is a lot of discussion around culture
built into multiple classes in the program so I know they have been exposed, it just must not have
left as much of an impact as I anticipated. I also think the nature of the interview at a time when
these students are at the end of their programs made it difficult to distinguish thinking in terms of
specific examples from the overall preparation.
Correspondingly, when speaking with preservice teachers about social interactions
around culture between K12 students with each other and with teachers in the classrooms during
school-based hours, the responses were similar. Rich remembered that some students would talk
about their cultures, especially with the paraprofessionals. Donna said she had only heard the
students talk about skin colors, but not culture very much.
The best example was from Ben. He had experience with a CCT that was Vietnamese and
chose to work with her for other school-based experiences when he could. The CCT spoke about
Vietnamese traditions quite a bit in the classroom. He happened to have worked with her during
a Chinese New Year that was celebrated throughout the school, and he indicated that she was
frustrated it was called Chinese New Year since all Asian cultures celebrated the holiday and
called it Lunar New Year. When I asked him more about this teacher, he said that she frequently
tried to relate her cultural norms to her own perceived norms of her students. For example, she
told the students that in Vietnam they did not have sleepovers or celebrate birthdays with parties
like the kids here. Interactions with this CCT made a lasting impression on Ben.
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Discussing social interactions between the K12 students at the schools where they
completed hours, the students I interviewed had mixed results. Mira referred to the one negative
interaction with the Hispanic student who said something inappropriate and got in trouble. But
when I analyzed Mira’s Case Study, she tied in social interactions with her teaching style and
went back to that theme of classroom environment.
A few things that were further implanted into my teaching style and all around ethics
would mainly profess that all students deserve to be treated with kindness and respect and
that students from all walks of life should be offered a fair and equitable education. What
this experience has taught me is to ensure that there are no biases in place when it comes
to working with students and when it comes to people who interact with my students.
This experience has furthered my drive to create a classroom that is culturally inclusive
and one that will never let a student fall through the cracks (Mira, SBN Case Study).
Mira’s reflection on her interactions with the CCT and the students reinforced her previous
notion of the importance of fair and equitable classrooms free of personal bias.
Rich, speaking of social interactions in his classroom experiences said “oh mean I know
like some students they talked about it. Especially with the paraprofessional cause they all talk
about like where they're from and they learn about different things about each other's culture”
(personal communication, 2019). In his Case Study, Rich also talked about having a classroom
that is highly interactive.
I am aiming to have future lessons that are interactive, multimodal, and hands-on. I want
my classroom to be a safe space for all students where students are comfortable to share
about their culture. I would also like to have plenty of parental involvement in my
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classroom. Students who have parents who are more involved in their child’s education
seem to have a better attitude about school (Rich, SBN Case Study).
Rich’s experience in the classroom reflects his value of social and academic interactions for
learning. His school-based experience also included practice with parental involvement, and he
tied in the relevance of that.
Judy was able to point to a more specific instance where two bilingual Spanish/English
students were able to help two students who were not yet proficient in English. She remembered
the two other students who shared the language really wanting to help and always watching
ready to jump in and protect them (Judy, personal communication, 2019). In her SBN Case
Study, Judy also spoke about how the students felt comfortable asking questions in the
classroom. She stated, “I hope to always be attuned to my students. I will strive to understand
their backgrounds, cultures, and family dynamics and adjust my teaching to meet their needs. I
want to be patient and tolerant while not underestimating their potential” (Judy, SBN Case
Study). Being able to see how students respond to teachers in the classroom during school-based
hours fostered Judy’s desire to be culturally competent.
Donna said she only heard students talking about skin color, and not about culture. When
she reflected on the type of classroom she would like to have in her Case Study, she seemed to
make the connection of social interactions and classroom community.
I would like to establish a sense of community, openness, and acceptance in my
classroom. I want each student to value their culture and be able to share it with the class.
I would love allowing students to be able to share something with their classmates about
their culture and build a lesson off it (Donna, SBN Case Study).
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In this example, Donna again brings up students sharing their cultures in the classroom. This
does not seem to be an actual reflection of the interactions she observed in the classroom during
her school-based hours, but more of an affirmation of her previous beliefs she continues to have.
I am not sure if it stems from working with the CCT and students or not.
When I asked Ben about any social interactions around culture between the K12 students
at schools he had been, he said “Absolutely” but then seemed to have trouble explaining what
they were. He spoke about a Vietnamese student he worked with that only wanted to work with
him because he is male (Ben, personal communication, 2019). Ben did consider social
adjustment regarding the ESOL in his SBN Case Study and was able to tie this in with
interactions with his CCT. The ESOL student Ben worked with was Vietnamese, just as the
CCT. Ben felt this helped the student with his cultural and social adjustment in the school. Ben
also suggested that the inclusive school campus helped his student with socialization (Ben, SBN
Case Study).
Reviewing the assignments, SBN Tutoring and SBN Case Study, considering social
interactions between K12 students during school-based experiences, the data reflected more
social interactions than the students had discussed during the interviews. For example, Student
19, reflecting within both her Case Study and Tutoring assignments, wrote:
I have learned that although some ELLs want to be social, it can be the other students
holding them back from their socialization. I also learned that students love to learn other
languages, and ELs can enjoy teaching their friends and teacher about their home
language (S19, SBN Case Study).
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I was also able to observe the importance of playing and socializing for not only ELL
students, but every student. Each and every kindergartener just wants someone to relate
to and play with- even if it’s the teacher (S19, SBN Tutoring Assignment).
Although she did not provide a specific example, the reflection indicated she had experienced
this in the school setting. Mixing academic and social situations by referring to students teaching
each other languages is another way the link is made from interactions to cultural competence.
Reflecting on culturally relevant pedagogy in the Case Study, Student 11 observed the
communication was the key factor. ESOL student names or CCT names are displayed as xxxx in
student reflections to keep them private.
In this classroom I see examples of culturally relevant pedagogy in the communication
between the teacher and her students. For example, during my time in the classroom the
teacher took time out of her day to talk to her students to learn more about their home
life. She asked xxxx questions about her culture as it came up in discussions that were
relevant to her culture. There was also a project that they already wrapped up by the time
I got there, that focused on the students sharing information and traditions from their
cultural backgrounds. Although I did not have the chance to see this project being
introduced or completed, I thought it was a great way to let students share their cultures
with each other and to teach them that everyone is different (S11, SBN Case Study).
Thinking about the interactions in the classroom through teacher communications, although more
of the general type of sharing different cultures with the class, S11 still felt she could be more
culturally competent in her classroom.
Many students had the same experiences when reflecting on a specific time in the
classroom. I think the difference between these assignments and the interviews, was the
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timeliness of reflecting on specific experiences. These examples reflect the themes that schoolbased experiences of social interactions, foster cultural competence. The preservice teachers not
only mentioned the social interactions they observed, but many times were able to make
connections to why these interactions mattered and how they were culturally relevant, displaying
cultural competence. Again, the assignments exposed abundantly more experience of social
interactions during school-based experiences than the interviews revealed. Preservice teachers
interviewed were at the end of their programs and were trying to recall experiences from the past
two years. In contrast, the assignments were completed by preservice teachers at the time of, and
immediately following the experiences, at least within the same semester.
The other subtheme addressed academic interactions. The retrospective data provided
several examples of academic interactions that led to a sense of cultural competence. Even
though Rich could not think of any precise example of this when we spoke, when I looked back
at his Case Study, he was able to make deeper connections.
In the classroom, the teachers often have students turn and talk to their partner about
material. The classroom is highly interactive. Students are always encouraged to talk
about subject material with each other. The teachers also have students discuss what is
happening in their lives almost every morning. Other thing the teachers do include using
books and material that reflect other cultures, calling on all students, and they make
lessons highly interactive and multimodal. Students are very aware of what their peers are
doing. xxxx, for instance, is in Colombia right now. When he gets back, I’m sure the
teachers are going to let xxxx tell the class about his trip (Rich, SBN Case Study).
Rich makes the connections from having a highly interactive classroom and use of material that
reflects other cultures, to academic interactions that matter. Donna also provided a good example
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of academic interactions in her Case Study and is able to tie in the academic part with
community.
In the classroom, I see culturally relevant pedagogy through a expansive selection of
books in the library and during teacher read-alouds. Signs in the classroom (classroom
rules, growth mindset, etc.) include pictures of diverse students. Students have
opportunity to write about their culture (a country they come from or holiday they
celebrate). The teacher and students have an accepting way about them, and the
classroom is truly a community (Donna, SBN Case Study).
Donna’s examples of simple classroom adjustments show how she considers CRP to be
something easily applied and integrated through classroom culture. Even though these seems to
be very general terms of CRP, it nevertheless is building efficacy for Donna.
Student 1 associated cultural competence to her CCT through academics in a way that she
was able to transfer to implications of students learning.
When teaching these lessons, my CCT encourages her students to think about and
question why things are the way they are, this strengthens their understanding of the
world around them. In my opinion, my CCT is culturally competent. She seems to
understand her own cultural background and I have observed that she is actively involved
in understanding the cultural background and/or practices of all of her students (S1, SBN
Case Study).
Student 1 relates the academic lessons her CCT provides students as a basis for being culturally
competent. She makes the connection of using the lessons as a way to strengthen the students’
world views overall.
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Student 3 had a similar experience in her school and like some others before, spoke of
multicultural books and curriculum.
The examples I have seen of culturally relevant pedagogy employ different culturally
relevant books in the classroom. They also participate in different events in the school
year including multicultural events. All students, whether they speak English or Spanish
as a first language, also take Spanish-language classes once a week to better relate to the
main culture represented in the school. Culture is implemented in the curriculum as well.
I have also noticed around the school many posted vocabulary words in both English and
Spanish. There are colors, days of the week and different words translated into Spanish.
In my opinion, this school supports culture to its fullest. All the teachers and staff are
respectful to all cultures and do their best to help and fully represent every culture within
the school (S3, SBN Case Study).
Student 3 relates being culturally competent to using culturally relevant material, but also puts a
lot of value in the bilingual education of all students in the school, including translated word
walls and vocabulary. The bilingual aspect in her example is Spanish and she does not seem to
consider the needs of other cultures and languages. So, while S3 is able to consider some
culturally relevant practices within the classroom and the school, I do not think she is making the
connection to being culturally competent in this instance.
Student 8’s Case Study reflection is another good example of academic interactions and
interaction with her CCT.
In this classroom, I have observed many examples of culturally relevant pedagogy. The
school and teacher are pushing students to do their best academically and personally. An
example of this is their school pledge. It is “Act responsibly, Be trustworthy, Exhibit
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kindness, and Show respect”. The pledge is said each day on the morning show. The
school is always giving examples of classes or students who have exhibited a part or parts
of their character pledge. This pushes students to better their character. The school also
has quotes about growth minds An example my classroom teacher does is make students
aware of their academic scores. She lets them know where they should be and where they
currently are. She teaches them responsibly and has them take ownership in their
learning. This creates students who push themselves to constantly be better in all aspects
of life (Student 8, SBN Case Study).
The way Student 8 correlates basic citizenship with CRP in her example reveals that she has
considered this in a deeper manner, holding all students accountable for their own learning
individually.
Student 21 was able to give examples of both academic and social interactions that
demonstrated culturally relevant pedagogy and included the CCT.
First and foremost, it is evident that my CCT took the time to learn about her students.
For example, she frequently holds open discussions, allowing students to talk about
positive past experiences in other classrooms, as well as getting to know their individual
interests. Another way that I see culturally relevant pedagogy being used in the classroom
is that the teacher integrates many relevant word problems. For example, when creating
practice questions for the students, she will integrate the students names, and/or link their
interests into the questions such as doing a problem about football, or chorus depending
on the individual students in the class. Another way I have seen the teacher integrate
culturally relevant topics into day to day teaching is that she will relate the content to
other ethnicities. For example, when relation the information she is teaching to real-world
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experiences, she will aim it towards an ethnicity that one of her students has and
experiences that student has shared with the class (Student 21, SBN Case Study).
This example of S21 thinking about the real-world applications to teaching shows the schoolbased experiences foster confidence in working with diverse students. Having a good model now
for displaying culturally relevant teaching is something that preservice teachers will be able to
draw upon when they have their own classrooms.
Preservice teachers displayed a confidence working with ESOL students themselves,
mostly while discussing tutoring sessions in the Tutoring assignment. Writing about the
experiences with the ESOL students they worked with academically showed how the practice in
school-based experiences builds confidence in preservice teachers. For example, Student 11 was
able to not only write about what was successful when working with students but could also
relate it to ELL students specifically.
One thing I realized after all the tutoring sessions with xxxx was that being prepared it
really the most important thing. I think sometimes it can be easy to “just wing it” with
certain things involving activities or to see what is best for the student as you go or the
more you talk to them but when teaching ELL students its really best to be extra prepared
and to make sure you know what they are struggling with (S11, SBN Tutoring).
She then went on to say:
I learned that working closely with ELL students can sometimes be more challenging
than I thought. I do think that my whole experience in this classroom was a positive one.
The teacher had some strong classroom management procedures in place. The class
transitioned very smoothly, and her students appeared to be having a lot of fun while they
were learning (S11, SBN Tutoring).
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Linking classroom management as a factor in student learning is evident. Knowing that she
needed to be prepared to work with ESOL students specifically to understand what they might be
struggling with. She stopped short of verbalizing that link to culture.
Preservice teachers were also able to take some chances and try new things working with
ESOL students during school-based hours. Being under the guidance of CCTs, preservice
teachers were placed in real situations to practice what they had read and talked about in classes.
This environment of “controlled” freedom helped them to build confidence through trial and
error and experiencing success, and challenges. Student 6 writing about his tutoring experience
illustrates this well:
The tutoring experience taught me a whole lot about ways to connect with kids in general
but especially those struggling to grasp the English language as it is their second
language. While there were a lot of good universal ideas that likely would fit and work
here to help these students, I chose to get more creative with my ideas and try out things I
had thought up to see if they would benefit the student more as it will be new stuff they
haven’t seen presented in that way. I had ideas that came to me as a stroke of luck that the
student really responded to, and some ideas that seemed great on paper but when put into
practice ultimately were disappointing (S6, SBN Tutoring).
Being able to “try out things” in a creative way provided S6 with more autonomy and helped
guide him to self-efficacy. Student 6 also explained how interacting socially with one of his
ESOL students by asking her to help teach him some Spanish words, helped the student to feel
more comfortable and led to more creative freedom on his part in helping her with academic
work. He felt she trusted him more after their social exchanges and this helped him be more
successful working with her academically (S6, SBN Tutoring).
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Many preservice teachers also wrote about how observing the CCTs helped them build
confidence, and several even reflected on how they might do things a little differently. Student
1, reflecting on all school-based experiences talked about how she would extend individualized
services for her ELs, but does not expand on how this could be accomplished, or make the
connection that the interactive instruction is just as beneficial.
In my future classroom, I hope to emulate the passion that my CCT had for all of her
students and their individual learning achievements. Every day, she takes the time to
accommodate each of her ELL students, making sure they have access to tools that will
allow them to comprehend the content she is teaching the class. One thing I would do
differently to support my future ELLs would be to provide them with more individualized
services throughout the day. In my opinion, one hour a day of ESOL services isn’t
enough exposure for them in their learning of the English language (S1, SBN Case
Study).
Student 21 also thought about all her past school-based experiences and how they collectively
have given her ways to be an effective teacher.
I have learned a lot about working with ELL students throughout not only this
experience, but all of my experiences over the past couple years in this education
program. I have learned so many great ways to accommodate ELL students as well as
how to make the content being taught effective and adaptable to all of the students to the
point where some accommodations for the ELL students might not even be needed. In the
future when I am teaching I hope to incorporate everything that I have learned in all of
the grade levels I have seen so far with not just the ELL students but with all of the
students. I hope to keep all that I have learned in mind, from the way that I organize my
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classroom, to how I plan out my lessons, and all the way to how I can prepare my future
students to be successful not only in school but in life outside of school as well (S21,
SBN Case Study).
Effective and inclusive instruction is the focus for this student, and she reflects on all of her past
experiences. Taking away a little bit from all of them will help her build a vaster bank of
knowledge from which to pull when she has her own classroom.
In short, this theme was emphasized throughout much of the data, including the survey
results from the first ESOL specific class. The assignment data from the second ESOL specific
course accentuated the school-based experiences as being vital to confidence in teaching English
learners, and therefore fostering cultural competence. It is clear that these preservice teachers
value the time they spend in the classroom and gain new insights and understanding of how ELs
learn though these experiences.
Exposure to qualified (ESOL endorsed or certified) teachers in a classroom and
opportunities to interact with K12 ESOL students, appears to promote cultural competence. The
findings also suggest that cultural competence is fostered equally by both social and academic
interactions. Just observing a successful model can affect positively how the observer views his
or her own abilities (Bandura, 1977). It is clear the school-based experiences empower
preservice teachers overall, through both practical experience and observation of best practices.
Theme 4- Reflecting about successes and challenges after instruction fosters cultural
competence and nurtures self-efficacy.
Opportunities for preservice teachers to apply the strategies they learned in the program
was also a frequently cited reason for perceived self-efficacy. Above all, the Tutoring assignment
specifically focused on preservice teachers thinking about successes and challenges of direct
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instruction with ELs and extends the reflection by requiring explanation as to why they felt
successful, and what they could do to improve if they felt they were less successful. Naming the
reasons nurtures that self-efficacy.
Preservice teachers reflecting on successes and challenges and explaining specific
strategies they used while working with students were based on experiences working directly
with ESOL students. These experiences were particular mostly to the Tutoring assignment but
were also evident in some of the Case Study assignments. Additionally, some preservice
teachers’ reflections self-perceived cultural competence came from classroom experiences in the
Case Study, stemming from a reflection on culturally relevant pedagogy they viewed in the
classroom or the school.
Preservice teachers reflecting on successful tutoring sessions overwhelmingly displayed a
confidence, and an ability to explain in detail why the sessions were successful. Mira, reflecting
on a successful session with two ESOL students in 7th grade reflects on several “AHA” moments
below.
We were reading a text called How Smart are Animals?” Both students had been
struggling in their ELA class however we all felt like we had several “Aha” moments
before the session was over. One of the struggles was finding Central Idea. Both students
claimed they “Just don’t get it.” I decided to break down the text by focusing on smaller
chunks based on the headings of the text. I noticed then when I mentioned “headings”
both xxxx and xxxx weren’t exactly sure what I was referring to.
We went to the glossary of the textbook to find the definitions and I allowed them both to
connect that definition to the actual use of headings in the text. Once they could identify
the headings, I explained that many texts use headings to give a hint as to what that
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section is going to be about. For example, for one heading “Do Animals Think?” we
discovered that often times headings will ask a question and then spend the next few
paragraphs answering that question. And from there, xxxx pointed out that this can often
lead us to the central idea of a section. Seeing them make the connections on their own
from the glossary to their text was a great moment to experience. The best part was
seeing their confidence grow from the beginning of the session to the end (Mira, SBN
Tutoring).
Reflecting about the success of this lesson, and the self-discovery throughout the lesson as Mira
figured out how best to support the students’ learning as she worked with them, provided her
with a feeling that she was able to be successful with the students. This feeling of personal
success leads to self-efficacy.
Rich also describes a successful session while working with students in first grade, one of
which was at an entering level (or preproduction-level one) in English proficiency and speaks
Arabic at home. Preproduction students usually do not speak any English at all yet, and can
understand very little, if anything at all.
We first went over the Ch sound and I had the students give a thumbs up if they heard the
sound from a list of words I read. The students also had to build given words. After
building the words, students were given a word list to read by themselves. After a few
trials, students read Such a Grand Day out loud and to themselves. We focused on
decoding the words that we read and made sure to sound words out. When the students
were finished reading, they had to write a sentence. The sentence that students had to
write was: I can pinch an inch. Students went back to their centers after they finished.
This session was successful because it flowed very well. Students were well-behaved and
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did what they were supposed to be doing. This session helped students to practice ch- or ch words. It helped students with encoding and decoding words that contained the letter
combination. The students were able to grasp these words right away after spending time
with the words. What was amazing is how effective this method is. I wouldn’t change
anything about this session. The time it takes to do this is very minimal (Rich, SBN
Tutoring).
Rich’s reason for the success of the lesson was that the students were “well behaved and did
what they were supposed to be doing”, but also that the students were able to grasp the words
quickly. All of that plays into feeling confident that you can control the behavior of a group and
leads to self-efficacy.
Judy also had a successful experience working with ELs. She was able to work with a 4th
grade student also at the entering level. First, she explains getting to know the student and how
connecting with him likely impacted the later lesson.
One of my most successful tutoring sessions was with xxxx. He is a 4th grade PreProduction ESOL student at xxxx School. I had spent the previous day’s tutoring session
getting to know him by finding out about his family and living arrangements. I found out
he just came to the United States about 6 months ago from Cuba with his mother and
step-father. His mom speaks a little bit of English, but xxxx speaks only Spanish. I was
able to glean this information from using pictures, hand gestures, and my limited Spanish.
It was entertaining for both of us. I think that session was the ice-breaker which lead to us
having more success during future sessions (Judy, SBN Tutoring).
The lesson itself was just as much a way for Judy (and her CCT) to gain more information about
her student, than it was for the student. Judy exhibits cultural competence by recognizing that it
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was just as important to get to know the student and learn some details about his background
before beginning instruction and presents efficacious characteristics by explaining the positive
difference it made in future sessions.
My CCT was unable up to this point to have any conversation with him, so he had just
been writing down what he saw as much as he could to keep up with his peers. I decided
to make flash cards with basic terminology and symbols to begin teaching him English
math-content vocabulary. This would also give me some insight into his home-language
proficiency. For instance, if he didn’t know a particular symbol in Spanish, that was a
content issue, not language. The cards had the symbol and an equation using the symbol
on one side, and the English word for the symbol as well as the equation written out in a
sentence in English on the other. He got excited about learning new words and reading
the sentences out loud with me. I gave him the index cards to take home and “practicar”.
I think this session was successful because it gave xxxx something to take home and
practice; something with which he could connect, and it gave the teacher some insight
into his abilities and deficits. In the future I would have more prepared to share with him.
Since I wasn’t sure how well the index cards would work, nor how willing he would be, I
stuck to a very select few. Reflecting on the session I believe he is capable of doing more.
I would carry this type of support into every subject. xxxx will require a lot of
intervention to get his English to grade level. Tools like flashcards will go a long way in
supporting his learning (Judy, SBN Tutoring).
Working with this student on math, Judy also devised a way to distinguish between content
knowledge and language deficiency. Another interesting detail about this reflection is that Judy’s
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reflection pointed out that she would prepare more in the future. Reflections like that are what
build confidence, knowing what you need to do the next time.
Donna reflected on a session with two ESOL students. One student was at a level 2,
emerging level, meaning he could speak and understand some English at a beginning level, and
the other student was at a level 4, expanding level, meaning she was mostly fluent in social
language, but still needed support in academic language.
I think my most successful tutoring session was with xxxx and xxxx when we did the
communication game. In class, they have really been trying to quickly recognize the
plus/minus signs. Sometimes the kids just assume one way or the other and don’t really
look at the sign. I felt this exercise would help them hear the word and use the correct
sign. It also helps them both with oral and listening skills. xxxx’s native language is
Albania, and xxxx’s native language is Spanish. For the modeling, I read a set of
directions to both of them so they saw how to read the directions and what the person
listening should be doing. I guided them through the modeling portion. I did the modeling
video for communication games and loved the idea, so I modified it a bit to fit the
curriculum.
The strategy was successful because the students were able to communicate with
one another and practice the skills they are learning in class. They enjoyed the activity
and really thought of it as a fun game rather than practicing math. The strategy was
simple enough to explain and do in one tutoring session but still challenged them
academically. It went smoothly and they enjoyed being ‘the teacher’ and reading the
directions to the other student. This session supported their learning by providing extra
practice of hearing and writing the plus/minus signs and differentiating the two. When an
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error was made, we went back through the directions and the steps made to see where the
error occurred. Then we started there and went through the rest of the steps so the student
could correct his/herself.
I think if I could change anything about the session, it would be to add in different
addition/subtraction strategies and/or visuals. Instead of the student just doing the
addition/subtraction, I could incorporate a number line. The student could use the number
line to show the work for the first step, and then continue the next step on a new number
line. It would need to be modeled and monitored closely, but I think it could be a good
idea to help students have a variety of strategies. I also could have provided plus/minus
signs on colored cards and had the directions be color coordinated to bring in more oral
language practice (Donna, SBN Tutoring).
I really love this example because Donna reflects on everything throughout the entire lesson. She
mentioned how the lesson would help the students with both oral and listening skills.
Considering the language skills needed to meet an objective is an important step in developing
content objectives and assessments. She modeled for them how to read the directions, and she
modified the strategy to fit her students’ needs. Judy discussed how she supported the students
and then went on to describe other ways she could modify or add to the lesson, and how it would
benefit her students.
Ben worked with a 5th grade student at level 4, expanding. The student’s native language
of Vietnamese was still most often spoken at home.
This session was covering multiplying and dividing with fractions and mixed numbers.
xxxx was trying to hurry through it, not show any work and not follow the proper
formulas. So I sat with him while Mrs. xxxx covered various problems on the smartboard
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via the Elmo, and slowed him down, asked him why he was doing things to get him to
see the concepts and then asked him where his work was. I showed him how to “see”
math instead of just “doing” it. I feel this was a successful session because I feel like I at
least saw a glimmer of “the light come on” for him when it comes to the concept of
multiplication and why it is the same as repeated addition only less work, and he showed
some excitement for this newfound understanding.
In this session I supported xxxx’s learning by reinforcing the concept visually when I
reminded him of the importance of drawing things out to give ourselves a picture of what
is being both stated and requested. By drawing it out, xxxx received a much more
clarified understanding of the “bigger picture”, or conceptual side, of Mathematics, which
almost always leads to a renewed sense of energy and vigor. I got the chance to share one
of my favorite phrases, “When in doubt  Draw it out!”, and xxxx really enjoyed that,
probably as much as I did (Ben, SBN Tutoring).
Ben was able to give details about he supported his student’s learning by using a strategy of
drawing pictures. Ben’s measure of success for this session was that he could see the student was
excited and engaged. Providing that extra support of making the content more concrete and less
abstract through drawing, reveals cultural competence.
Students 5, 6, and 7 all experienced similar successful sessions. Student 5 worked with a
student who is a native Spanish speaker at the expanding level of proficiency. The nice thing
about this experience is that Student 5’s CCT shared the ELs assessments and reading level with
her so she could have some background to help her plan instruction. Student 5 began the lesson
by using the scores to focus instruction on middle vowel sounds. After the student was successful
with the foundational lessons in specific vowel sounds, S5 moved on to the next level.
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This was a successful tutoring session with xxxx. It was a success because before she had
trouble mispronouncing her middle vowel sounds, and after the tutoring session, she was
pronouncing all the middle vowel sounds correctly. This improved her learning by
improving her reading and pronunciation of the middle vowels that are in the common in
the first grade. Next time, I would have her memorize a song to further strengthen her
learning of the middle vowel sounds (S5, SBN Case Study).
Student 5 was able to work with this student multiple times, gauge success, and systematically
work on the vowel sounds, scaffolding instruction and building on past sessions. I think the CCT
sharing the assessment info as a starting point may have given Student 5 a sense of autonomy in
deciding how to proceed with instruction. I like how she suggests a song as enrichment at the
end, considering new ideas to help support students.
Student 6 was able to work with a first-grade student at the expanding level as well. He
talked about how he was able to be creative with his ideas and try new things. He reflected that
some strategies seemed great on paper but were disappointing when he tried them. The example
below was one of his successful sessions. Being able to apply the strategies learned in class, and
some new ones that preservice teachers figure out along the way as they practice working with
students, helps build confidence. In this example below, S6 talks about using a strategy he made
up to help this student.
She is borderline expanding-bridging per WIDA indications and this particular activity
ended up really helping me see her progression in reading and vocabulary while also
seeing her utilize the techniques we had gone over prior with decoding. The idea behind
this activity was that we both read a very short book from the classroom library and make
a claim about it. So for example: “In Henry and Mudge and the Starry Night Mudge was
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a very happy dog!” Then from there, xxxx would pick out a claim she could make from
her Henry and Mudge book. Once the claim had been made, the goal was to each supply
supporting evidence. So I wrote down 3 details about how Mudge was a happy dog or
why he was happy, and xxxx did the same for her book. Once that part was done, we
swapped books and claims, and had to go and find out if the person was right or wrong in
their claim and then supply evidence to support that they were wrong, or just verify they
were right. For my reading, I intentionally made the wrong interpretation and instead said
that Mudge was a very mad dog in the story, and listed three bogus examples. xxxx read
through and quickly identified some facts to dispute my claim and I admitted she was
correct. Ultimately, this session really helped me see her progression in reading
comprehension and ability to decipher words she was unfamiliar with by means of
decoding methods. The two I saw her prominently use were chunking and spelling it out,
which spelling it out was a later one we discovered that worked for her (S6, SBN
Tutoring).
In this example, Student 6 was able to see use a few different strategies with the student to
support learning and made up some strategies as he went along based on the progress he saw.
Knowing how to adjust instruction based on students’ needs is another factor in being
efficacious.
Student 7 worked with a native Spanish speaking student in third grade at the expanding
level, along with another student. He gave specific examples of how he was able to support
learning by asking questions and discussing responses.
Our most successful tutoring session was probably our science group work session. The
topic was comparing and contrasting the characteristics of a green tree viper as it relates
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to snakes and reptiles in general. As instructed we made a venn diagram on a large sheet
of paper with 3 circles. We labeled each area using information on the front of the book:
Reptiles, snakes, green tree viper. We first did a shared reading of a book on tree vipers. I
supported their learning by stopping at bold words and having them write them down for
later review. Once we finished reading, we looked at our lists of words and talked about
what they meant. Many words were familiar to them but I was able to further support
their learning by discussing the meanings of the words they did not know. For instance,
the girls were not able to define the term “venomous”. I asked them if they knew what
“poison” meant and they did. I explained to them that “venomous” and “poisonous” are
synonyms and essentially mean the same thing. We talked about how “venom” is
basically just another word for “snake poison”. I then prompted them to find the proper
place for the word by asking them “Are all reptiles poisonous? All snakes?” Since the
answer was “no” to both questions, we wrote “venomous” under the green tree viper
heading. We repeated a similar process of discussion for the rest of the words on our list.
Once finished we took turns drawing pictures to show the different qualities. This was
not a required part of the assignment but we finished early and I thought it would be fun
and a way to further reinforce some of the vocabulary. I feel like this was our most
successful tutoring session in part because it was the most engaging for the students.
xxxx seems to really enjoy group work and learning about animals. It was also our most
successful session because it was the one in which I found the most opportunities to
directly support her learning (S7, SBN Tutoring).
In reflecting on successes working with ESOL students during their school-based
experiences, preservice teachers took time to consider why they were successful. They focused
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on specific strategies they chose and how they helped or didn’t. They adjusted instruction as
needed and a few of them thought about how they would extend the learning next time. I believe
the greater details to the reflections within assignments is due to both the immediate nature of the
reflection being completed shortly after the experience, and the guidance of the reflections using
specific questions of how they supported learning and what strategies they used.
In the past, this Tutoring assignment simply asked preservice teachers to explain a
successful session and a challenging session. Many students were reporting that they had no
challenging sessions, that they all were successful. They were not considering how they actually
supported student learning and did not reflect specifically on students’ cultures and the impact of
those on learning. My ESOL colleague and I sat down to come up with more specific questions
we could use to guide the preservice teachers’ thinking. Now students must explain how they
support learning and why the sessions were successful and consider how they could improve any
of their sessions if they could not think of a challenging one. This really helped them to make the
specific instructional connections from their teaching to the success of the student.
Preservice teachers reflecting on challenges, and indicating ways they could improve
their teaching, also demonstrated how reflection nurtures self-efficacy. The majority of students
could describe an instance where they did not feel successful working with an ESOL student.
Preservice teachers could identify what the problem was, and then go on to explain how the
situation could have been improved, or what they would try next time they had the opportunity. I
think that reflecting on how to make it better helped to build that confidence, knowing success is
attainable.
Mira’s challenging session involved two 8th graders, both between a developing and
expanding level of English proficiency. In this session, they were practicing for an upcoming
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quiz on the Constitution and amendments and struggling with making connections. She started
the session using flashcards but thinking about the fact that these students were second language
learners, she decided to use some visuals.
While the practiced, I found a set of images and drawings that represented an object or
icon that would help them visualize an object that represented the amendment. For
example, a woman casting a ballot for the 19th amendment, or a newspaper for the 1st
amendment. After much delay, it finally felt like we made a breakthrough, even though
we had to end the session shortly after. I felt upset that I had not focused on the ELL
aspect of the students earlier. This likely would have saved some time. But finally
figuring it out, albeit somewhat later than I would’ve liked, was a nice reward. The
learning experience this day helped reinforce that we must remember who we are
working with and how we can use various strategies to best help each individual student.
While tutoring my various students I learned just how effective and necessary certain
skills and strategies can be for every day students. Specifically, the use of schema or
pictures to help build background knowledge is such an essential part of working with
English Language Learners. I saw first hand how it can help anchor their understanding.
In later sessions I could hear them referring to the pictures saying things like, “Oh yeah,
like the picture she put up!” At times, I realized how easy it can be to get away from
these types of best practices. But in doing so, it helped me see exactly how useful and
effective these various strategies can be (Mira, SBN Tutoring).
After reflecting on what went wrong, and fixing it, Mira displayed a deeper understanding about
how students build schema and saw first-hand how the strategies she had learned in theory really
worked. This connection to specific strategies is essential to experiencing successes so they have
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a tangible explanation for why they were successful. Mira also showed cultural competence by
deciding to incorporate visuals into the lesson knowing the students had not had experience with
the topics and needed the extra connection to the content.
Rich also had a challenging session that did not go as he planned. However, he was able
to consider what he thinks he should have done to make the content more comprehensible to his
students. Working with students who missed a whole class math lesson, Rich describes how he
worked through problems with the students, and how he could change it in the future.
I would say the hardest part about this lesson was to explain it. This concept is difficult
for students to understand at first, but they were able to understand by the following
week. When explaining, I had the students count ten from a given number. If the number
was 23, I had the students count on from 23 by one’s until they added ten. Then I showed
the students that they can add ten just by going down the row by one (adding 1 ten). What
do you notice about the tens digit? What did you notice about the one’s digit? These were
questions I asked. xxxx was getting the concept of the math. xxxx and xxxx weren’t at
the time. It took xxxx a wee to understand how to count by tens using a hundred’s chart.
With this session, it would have been more effective to color code the numbers chart. We
could count by ones in yellow and circle each ten from a given number in blue. I could
have also picked three numbers such as 59,69, 79 and ask which digit changed? Then I
we would find the number pattern on the hundreds chart (Rich, SBN Tutoring).
Thinking of ways to make the content of this lesson less abstract provided Rich a way to think
through the instruction in a way that would guide him to more success the next time.
Judy also explained a challenging session she had with her student who was at the
entering level. She considered that fact that the student did not speak any English yet, but also
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acknowledged that the goal was to get him to be able to eventually participate more in class.
While speaking to him in Spanish might offer some clarification for the student and help
communication, it does nothing to support English proficiency.
One of the more challenging sessions I had with xxxx was during science. Keeping in
mind that xxxx does not speak nor understand English and I am not proficient in Spanish,
one can imagine the challenges that a vocabulary rich subject like science can pose. My
Spanish education did not afford me luxury to communicate freely with xxxx, nor was
that my intention. My goal was to get him a little more independent in the classroom, at
least in following directions and being able to participate. This particular day the lesson
was on the Day/Night Cycle and the students got to use globe balls and then color in a
group on chart paper. First the ball was distracting, then the coloring was too chaotic,
and I just couldn’t get xxxx to pay attention to me or the lesson. I didn’t have the words
to communicate nor tools to support the lesson. I was unprepared. I stumbled around
trying to get him to just listen or draw something that resembled the sun, but he just
wanted to be silly. I do not think this was an effective tutoring session or that I supported
his learning at all during this time.
To make this a more successful learning environment I would start by being more
prepared. I would have pictures for xxxx to look at to demonstrate what I want him to
recreate. I might put him in a smaller group with higher level students who would
emulate better working strategies. I would also have him working closely with a
Spanish-speaking peer during projects like these so that he was more comfortable and
could fully understand the goal of the lesson (Judy, SBN Tutoring).
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Judy was able to realize that part of her challenge was that she was unprepared. She would need
to think of her students’ needs beforehand and make sure she had the resources she needed to be
successful. Considering having visuals and demonstrating her expectations for the student are
both examples to show how Judy reflects about the specific needs of the student.
Donna also had a challenging session where she felt unprepared. Even though she was
able to find some success in the end, Donna thought of ways to be more purposeful in her
instruction next time. In this session, she worked with the same level 2 emerging student she had
before.
The session was challenging for me for many reasons. One, it is very difficult to even
read his writing, so I had a difficult time knowing was to focus on. I decided to stick with
the basics rather than trying to do too much and turning it into an overwhelming session
for him. It’s also challenging because it is hard to know how he is encoding based off his
Spanish knowledge. It’s hard to redirect that when it doesn’t make sense to me. However,
he is just in first grade and has only been in the country for about 16 months, so I think
all of that will come with time.
In the future, I would change the session by having an area to focus on before starting the
session. I thought I could just sit with him and help him in all sorts of ways, but it turned
out to be too much. I should have been more prepared and have a specific way to support
him and enrich his writing. I do believe it still turned out successful because we talked
about basic things that he needs to have down. We talked about using our resources.
There’s a word wall in the classroom for sight words, a capital letters chart, and
punctuation wall. While he was writing we paid close attention to capital letters,
punctuation, and making sure we write our sight words correctly. It isn’t a huge topic, but
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it will benefit his writing tremendously to have these basic skills down (Donna, SBN
Tutoring).
Ben’s challenging session was one where he felt it was not as much challenging, as it was
unmemorable. It could have been more successful in his eyes. For this session, he worked with a
5th grade developing (level 3) student whose native language was Hindi.
The topic of this session was reading and using text-based evidence to find answers to
questions about what was read. xxxx was reading Peter Pan and stumbling over many of
the words. She tried to disguise her struggle by sometimes skipping words which I did
not allow, instead pointing to proven reading and word work strategies such as using
picture clues to decode words, boxing and underlining key terms and information, as well
as, previewing the questions to be answered. In one instance, she stumbled on the word
magical but there were images or symbolism throughout the images so I directed her
attention to that and pointed out how the picture clues can then be applied to the context
clues around the word to form a better understanding, which will likely aid in
pronunciation.This session was challenging in my opinion, because reading is not a
favorite discipline of mine, therefore, determining a deficit and a solution for that deficit
in reading, in general is sort of foreign to me. Mixing in the language difficulty and
sometimes cultural confusion, only makes this a more intensified and overwhelming
challenge. It did, however, give me a much better understanding of the place of confusion
these ELL students must contend with everyday in a fast-paced, continuous environment,
but I will detail that more next. So often, in reading, many things are objective and
debatable so it is sometimes hard for me to be confident in my own ability to lead in this
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area of instruction, but I know, with continued practice, failure, success and growth, this
will also improve (Ben, SBN Tutoring).
Ben, reflecting on this lesson as a challenge he faced because of his perceived deficiencies in and
dislike of the discipline, was still able to describe the use of many research-based practices he
knew to be effective. He was able to recognize this was an area he needed to work on. Even so,
Ben was able to consider how this affected ELs in general.
Student 5 also worked with the same expanding student she discussed earlier. Her
challenging session stemmed from the way she practiced a strategy and she was able to work out
a way that she could fix the problem.
This tutoring session entailed xxxx and a small group of students to participate in a fly
swatting sight word game, where I would call a word, then the student would have to use
a giant fly swatter to find the words. This tutoring session was a challenge because the
students began to memorize the spots of the words, and would use the fly swatter and
found the word because they memorized their location. I feel like this tutoring session
increased xxxx’s learning for the first and second round, however by the end, the problem
lied in the fact that the words didn’t scramble which made their location easier to find. I
feel that I If I could redo this tutoring session, I would find a word swatting game that
scrambles the words in order to make sure the students are swatting the words because
they have memorized the sight word, not the location of the word (S5, SBN Tutoring).
Student 5 figured out what the students were doing and how the game was insufficient. She
thought about a way to solve this issue and be more successful the next time. Reflecting about
this experience helped her to think of alternatives for her methods.
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Student 7 experienced his challenging session also working with the same expanding
student he worked with before. In this session, they worked on sight words using flash cards. It
started out fine and Student 7 discussed strategies he used if the student struggled with any of the
words. The challenging part, he said, was when it was time to write down all of the words as he
read them.
She struggled to correctly spell words with double consonants (like “bottom”) or with
unfamiliar vowel/consonant blends (like “exciting” or “course”). I did my best but I
found myself lacking strategies to better support her learning in remembering how to
spell some of these words. I’m not sure what I could have changed in the session to better
do this as sight words are notorious “rule breakers”. They are difficult to phonemically
decode and, therefore, difficult to remember how to spell. I think xxxx’s learning would
benefit from further exposure to these words in context. Since she is able to basically read
most of them, In future instruction I would give her reading passages and activities to
increase her exposure and familiarity with the difficult spellings of some of these words
(S7, SBN Tutoring).
Student 7 thought of ways he could make the words more meaningful to the student and provide
more exposure to the written words. Instead of focusing on what he could have done differently
during the lesson, he recognized that sight words are just hard to learn and need more exposure
and repetition.
This link to specific strategies and processes to effective teaching in the classroom is
what the preservice teachers seem to lack in the beginning of the course while learning about
theory and reflecting on readings. The practical experience gives them the opportunity to apply
what they have learned and challenges them to produce and reflect on the results.
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Reflection of both successful and challenging sessions showed that preservice teachers
valued their time in the classrooms and could explain what strategies they used worked and why.
They also were able to relate their thinking of challenges specific to ELs. Preservice teachers
explained how they realized the need for scaffolding information based on prior knowledge and
showed a basic understanding that ESOL students might not have knowledge of some concepts
just because they have never heard the words in English.
While tutoring ESOL students, preservice teachers also showed a solid connection with
making content relevant to students by discussing intercultural successes and challenges. Student
7 related his experience growing up in Florida to his student’s experience growing up in San
Salvador. Making a connection through the different landforms based on where you live, and
how he has seen mountains but did not grow up around them, is an important way to help make
content relevant.
I remember having a good intercultural moment when I was asking xxxx about where she
grew up in San Salvador. She was telling me about the mountains, volcanoes, and
earthquakes there. I shared with her how different that is from my experience growing up
in Florida where there aren’t earthquakes and I don’t think I even saw a mountain until I
was in my 20s and visited Colorado. I think this moment of sharing our different
experiences amounts to an intercultural success (S7, SBN Tutoring).
Just a “moment” of sharing their different experiences and backgrounds progressed this
preservice teacher from thinking about all the major surface ways of incorporating culture into
the classroom, to this more authentic way of relating a student’s culture naturally into learning.
Student 16 also had intercultural experiences to share. Learning about his student’s
culture helped him make the content more relevant in his teaching.
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The intercultural success that I had was talking to xxxx about sports. He told me that
soccer was very big in his country. I don’t know much about soccer, but I know its
popularity is growing. Whenever I had an opportunity to help xxxx with a verb that he
found difficult to conjugate or pronounce, I tried to relate it to something he had an
affinity for, like soccer. These tutoring sessions will impact me by increasing my
motivation to learn about different cultures. Before I met xxxx, I had very little
knowledge about his first language, Swahili. This experience encouraged me to research
the countries in the world that speak that speak Swahili as a first or second language. My
confidence in helping ELL’s has increased because of the successes and challenges that I
had during my observation hours (S17, SBN Tutoring).
Student 17 precisely tied this experience to his increase in confidence while working with ELs.
He was excited to use something about the student’s interests in his instruction, and that success
motivated him to want to learn more.
The Case Study assignments also provided some evidence of reflections supporting
preservice teachers’ self-efficacy related to cultural competence. While a few reflections missed
the mark on culturally relevant pedagogy (CRP), most preservice teachers were exceptional in
describing examples they observed in the classroom. In instances where there were no examples,
preservice teachers were able to give some examples of what could be done in the classroom or
in the school to support CRP. Student 5 even defined CRP in her reflection.
Culturally relevant or responsive teaching is a practice in teachers' displaying cultural
competence: skill at teaching in a cross-cultural or multicultural setting. Teachers using
this method encourage each student to relate course content to his or her cultural context.
In Mrs. xxxx’s class, I saw relevant display of multi-cultural context when she read a
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book with the students about the different jackets they wear in that particular country and
what they were called in that country, for example Eskimo’s where parkas. The book
continued of all the countries and the names they give for their jackets. This incorporated
ethnic context from the many countries one of the students could have related to. Mrs.
xxxx then has the students share what they call a jacket in their culture. The school also
incorporates culturally relevancy when they do library readings to the students once a
week, and they will read books reflect the cultural context of another culture. For
example, they will read books like I love Saturdays y Domingos which shows the life of a
young Mexican American girl who visits her American grandparents and her Spanish
grandparents. The book is filled with dialect relevant to the Spanish culture, saying what
she does at her grandma’s house and what she does on Mondays with her Spanish
grandmother she calls Abuela. Then the librarian does a share aloud of what special
things they do when they visit their families. What could be done at the school to support
culturally relevant pedagogy would be to have family night of culture sharing is a way to
have the school be culturally supportive (S5, SBN Case Study).
This student exhibited knowledge in cultural competence and CRP. She was able to give specific
examples of CRP in the classroom and the school as well as make suggestions. S5 not only
related great examples of multicultural resources and discussions around the school, but also
reported how the librarian tied in the other cultural traditions they read about, to what the
students all do in their own lives.
Donna’s reflection of CRP in the school integrated community and character traits into
her examples of CRP.
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Regarding the school, I think there is culturally relevant pedagogy through the C2C
(commitment to character) words they have each month. The C2C word/character trait
changes each month and is always a desirable school citizenship trait (honesty, selfcontrol, acceptance, etc.). Students from each class that display that trait get an award at
the end of the month. I think it’s a great way that they incorporate a community and
accepting traits. There are diverse students on the morning announcements and as safety
patrols. I think something they could do is either have a culture program or club to bring
students together and learn about diversity or culture (Donna, SBN Case Study).
I think that this student considering incorporating classroom community, which we discussed
earlier, and culture into CRP, indicates that she has a deeper understanding of CRP than just
surface type culture. It is more profound than just different ethnicities.
Another thing to consider is that these preservice teachers were able to adjust instruction
based on the little they knew about the students. These are not their classrooms and their time
with these students is limited, spending only 15 hours with them for each of the TSL courses.
Still, they could think about what was working and what was not working during instruction, and
fine-tune their methods.
Overall this theme was supported well from the variety of data analyzed. Preservice
teachers exhibited an attitude of self-confidence that leads to self-efficacy. Reflecting on specific
experiences and thinking deeper about the outcomes cultivated that self-efficacy.
Summary of Findings
The purpose of this study was to discover if cultural self-reflection increases teachers’
self-reported sense of efficacy regarding culturally competent teaching of English Learners, by
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evaluating an ESOL Endorsement program in a small Florida state college. Three major themes
and multiple subthemes developed from the three research questions analyzed.
1. Cultural self-reflection provides a lens into diverse students’ varying perspectives
and the importance of knowing yourself and your learners, building self-confidence.
2. Cultural reflection leads to associating classroom culture with incorporating
students’ varied cultures into the classroom, helping to build a sense of cultural
competence. Two subthemes of this are: a. Considering diversity within curriculum
for effective teaching and learning and b. Promoting student learning by creating a
safe environment of respect that cultivates belonging and acceptance.
3. School-based experiences foster confidence in cultural competence that begins to
lead students toward self-efficacy (initially derived from TSL 3080 survey data
above). This theme produced numerous subthemes: a. Social interactions and b.
Academic interactions. These two subthemes can also each be broken down into two
more sub sections each: i. Experiences with K12 ESOL students, and ii. Experiences
with CCTs and colleagues.
4. Reflecting about successes and challenges after instruction, fosters cultural
competence and nurtures self-efficacy.
Evaluating the themes that were developed from these rich data provided some insight
into what preservice teachers value as factors towards becoming culturally competent and what
they feel helped them to be successful, signifying self-efficacy. Preservice teachers unfailingly
indicated the importance of knowing who your learners are in the sense of their experiences and
culture. This was evident throughout all of the supporting data for all themes. Preservice teachers
displayed a concrete understanding that stereotypes are not the same as cultural background, and
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generalizing students’ experiences based on these stereotypes or where they are from can be
damaging. Ladson-Billings (1995) specified that “culturally relevant teachers utilize students’
culture as a vehicle for learning” (p. 161). Spindler and Spindler (1989) first coined the term
“cultural therapy” referring to the intentional act of increasing cultural awareness or
consciousness (p. 41). These preservice teachers exhibited an awareness of this and a realization
that to make content comprehensible to English learners, they need to make it relevant.
Preservice teachers also grasped the significance of different perspectives of themselves
and of their learners. Once they took the time to reflect on their own cultures, many preservice
teachers recognized that an individual’s culture embodied more than just where they came from,
and unquestionably more than one thing. Thinking about the experiences in their lives, and the
roles they play, encouraged them to consider that of their students. The data showed some of the
students had their own experiences of family members struggling with learning English and had
personal experiences with which they could relate. Knowing that students will have differing
views on many subjects was something they indicated they would consider when creating
lessons and making content relevant.
The second theme, School-based experiences foster confidence in cultural competence
that begins to lead students toward self-efficacy, was born almost exclusively from the
retrospective data derived from the pre and post surveys and reflections of school-based
experiences. Although students I interviewed discussed school-based experiences with me, they
had trouble explaining anything in enough detail to show they could transfer any of the
experiences to cultural competence. While they said the experiences made them feel culturally
competent, they could not come up with specific examples of how.
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The Culture Discussions however, revealed how students felt respect and safety were
important factors to student learning. Multiple students discussed creating an inclusive classroom
where ELs could feel safe expressing their views and where all students show respect. Preservice
teachers connected this to cultural competence in a way that was sometimes generic, and actually
conflicted with the ideas they were trying to convey about safety and respect. But overall, the
ideas were consistent with the level of instruction about classroom culture they would have to
this point in their program. They were thinking about it hypothetically and considering how they
hoped it would impact their future classrooms.
Both the Tutoring assignment and Case Study data established how much the schoolbased experiences fostered cultural competence in preservice teachers. Social interactions and
academic interactions played equally large roles in school-based experiences. Preservice teachers
who wrote about the social exchanges of students in their reflections were able to cite many
reasons for how this was important. Contemplation about ESOL students connecting socially in
the classroom were routinely linked to higher engagement and the promotion of cultural
exchange. Preservice teachers seemed more inclined to value than stifle social interactions
among students in the classroom. They recognized the significance of social learning as a way to
heighten learning beyond any one individual.
Interactions that were more academic in nature were also reflected upon by preservice
teachers. Reflections on tutoring English learners gave proof to the notion that they could relate
the interactions to helping themselves become culturally competent. Preservice teachers were
able to build confidence in a safe classroom environment by feeling empowered to practice the
theory they had been taught in class. They had guidance and could take “risks”.
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This theme was also supported through experiences and interactions with Cooperating
Classroom Teachers in the classrooms. Preservice teachers wrote about instances where they felt
they learned a lot from their CCTs through observing the teachers’ processes and interactions
with their students. These observances of effective classrooms helped raise confidence in the
preservice teachers. Being able to see how CCTs organized instruction and displayed CRP gave
them affirmation that they too could be successful.
The data supporting the last theme, reflecting about successes and challenges after
instruction fosters cultural competence and nurtures self-efficacy, suggests that preservice
teachers who have more opportunity to practice with ESOL students have a higher sense of selfefficacy by justifying their successes with specific examples, and providing suggestions for how
to improve on less successful occurrences.
Preservice teachers reflecting on successful sessions presented a significant sense of selfefficacy, explaining how and why they were successful. They could relate unambiguous methods
they used to support their students, and in many instances connect this to culture, like the
preservice teacher connecting with his student over soccer. Likewise, preservice teachers could
easily articulate why a lesson was a challenge or did not go quite as planned and were able to
make suggestions for improvement.
Taken as a whole, all four themes detailed throughout this chapter underscore the
importance of self-reflection for preservice teachers in accordance with cultural competence and
self-efficacy. Immediate and directed self-reflection was most valuable. The school-based
experiences and guided reflections support preservice teachers in critically exploring their own
strategies, techniques, successes and challenges while working with English learners.
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Chapter Five: Conclusion and Discussion
“We do not learn from experience... we learn from reflecting on experience.” –John Dewey

Findings and Conclusions
The purpose of this study was to explore preservice teachers’ sense of confidence
working with English Learners, and the ability to transfer that confidence to self-efficacy in
cultural competence. Specifically, the study evaluated an infused ESOL endorsement program
integrated into a teacher preparation program at a local Florida state college.
The research questions that guided this study were:
1. In what ways does cultural self-reflection and awareness of one’s own culture affect selfconfidence in cultural competence?
2. Can preservice teachers make the connection from their confidence to self-reported selfefficacy in cultural competence?
3. In what ways does self-efficacy in cultural competence seem to transfer to the classroom
when working with ELs, based on a reflection after working with K12 ESOL students?
This chapter summarizes the findings as they pertain to the research questions and discusses the
implications and recommendations.
In what ways does cultural self-reflection and awareness of one’s own culture affect selfconfidence in cultural competence?
Summary of Findings for Research Question 1.

143

The purpose of this question was to establish if reflection fosters self-confidence in
teaching English learners. The themes most aligned with this research question were Cultural
reflection provides a lens into diverse students’ varying perspectives and the importance of
knowing yourself and your learners, building self-confidence and Cultural reflection leads
to associating classroom culture with incorporating students’ varied cultures into the
classroom, helping to build a sense of cultural competence. Two subthemes of this are: a.
Considering diversity within curriculum for effective teaching and learning and b.
Promoting student learning by creating a safe environment of respect that cultivates
belonging and acceptance.
Retrospective data of preservice teachers’ discussions about culture revealed that
reflecting on their own cultures in a way that created an awareness of different perspectives
helped them to largely display more confidence in reaching diverse learners. The interviews
somewhat supported this finding. The discussion posts from TSL 4081 Culture Discussion were
based on three questions; 1. In your opinion, what are the two most important things you need to
know about your ELLs? Why? 2. Once you know those things, what can you do to help your
ELLs be successful culturally, socially, physically, and/or academically? 3. Thinking back to
your reflection on your own cultural values (from TSL 3080), how will your cultural values
impact your work in your classroom?
This discussion, among 31 College of Education students, produced 92 posts.
The first question, In your opinion, what are the two most important things you need to
know about your ELLs? Why? contributed to the importance of knowing your learners. Most
preservice teachers said that knowing their learners was one of the most important things to
know about their English learners in the classroom, including their cultural backgrounds. They
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were able to sufficiently explain why this is important and how it might affect them in the
classroom. Many of them explained ways they could use the knowledge to make content relevant
by modifying content, making accommodations, and understanding slight nuances in the culture
that may affect behavior, and therefore affect learning.
The last two questions, Once you know those things, what can you do to help your ELLs
be successful culturally, socially, physically, and/or academically? and Thinking back to your
reflection on your own cultural values (from TSL 3080) how will your cultural values impact
your work in your classroom? helped preservice teachers relate getting to know their students to
making connections with the students, making content relevant, and creating a safe environment.
Many times students discussed what they wanted their classroom cultures to reflect, and
within this discussed classroom culture. In relation to classroom culture, the theme of safety and
respect were repeated on numerous accounts. Preservice teachers exchanged views about the
importance of classroom environment, and how they would model positive classroom
expectations. Most students related this to their own cultural values and how that would impact
their classroom community. By valuing and respecting students and their individual cultures,
preservice teachers held expectations of unfettered student learning by providing a safe space for
them to ask questions and take risks in the classroom. Preservice teachers expressed the desire to
create a classroom environment of inclusivity, one where both the teacher and the students were
active participants in the learning process.
Another important finding here is that a few preservice teachers also made the connection
that using an ELs culture in the classroom not only helps the EL, but also induces learning for all
students by expanding their worlds and hearing different perspectives. Additionally, they

145

mentioned how reflecting on their own culture and an inclusive classroom could help them be
more aware of their own biases they didn’t realize they held.
Conclusion.
One conclusion stemming from the findings for the first research question is that the
realization of students with different perspectives is essential in teaching and learning. In order to
make content relevant to a diverse group of learners, teachers have to be aware that their
students’ views will not always be the same as their own. Children scaffold their learning based
on their own personal knowledge and their prior experiences. The preservice teachers in this
study recognize that these unique experiences must be shared and celebrated and are relevant to
learning. By understanding there are different perspectives within the classroom, teachers can
better find ways to make content relevant to each unique style.
While this is not surprising information, it showed where these students should be at this
point in their program. They have not had much experience with ELs yet and are basing the
importance of knowing their learners from readings and lectures, and not from any real
experiences. A few recalled certain instances they experienced that this notion could be applied
to, but for the most part it was based on instruction in the teacher education program.
Preservice teachers reflecting on their own culture brought awareness that culture is more
than ethnicity. It encompasses all our experiences throughout life and continues to change and
grow as we live new experiences and meet new people. Many of them related their cultures to
their values in life and the way they were raised. This directed them to begin thinking about a
classroom culture of respect. Cultural self-reflection seems to be a major factor in realizing there
are different perspectives on similar subjects depending on a person’s own life experiences. It
does not just have to do with what country we came from, but what our values and traditions are
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from how we were raised to the interactions we have experienced since, socially and
academically.
Thinking about culture in these ways helped preservice teachers to contemplate ways
they could work with students from different cultures whose viewpoints may be different from
their own. They were able to provide some examples of things they could do in the classroom to
accommodate students with different backgrounds. For example, Rich spoke about how it is
important to know if his students came from a culture that is individualistic or collectivist. He
also considered how assimilation might affect his ELs. Student 3 discussed how she and her
other students could learn from diverse cultures different than their own.
Based on this investigation, it appears that cultural self-reflection helps build confidence
in preservice teachers who work with English Language Learners. Thinking about ways that
culture might affect the classroom in various ways supported preservice teachers’ reflections of
what they could do to teach more effectively and support their students’ learning.
Can preservice teachers make the connection from their confidence to self-reported selfefficacy in cultural competence?
Summary of Findings for Research Question 2.
This research question was posed as way to see if preservice teachers could implicitly
make the connection from self-confidence to self-efficacy by providing concrete examples of
why they felt confident or successful teaching English learners. This question prompted the
creation of two main themes and several sub themes. The first main theme to develop from this
question was School-based experiences foster confidence in cultural competence that
begins to lead students toward self-efficacy (initially derived from TSL 3080 survey data
above). This theme produced numerous subthemes: a. Social interactions and b. Academic
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interactions. These two subthemes can also each be broken down into two more sub sections: i.
Experiences with K12 ESOL students, and ii. Experiences with CCTs and colleagues. The
other main theme that stemmed from this research question was Reflecting about lesson
successes and challenges after instruction fosters cultural competence and nurtures selfefficacy.
The data from the pre and post surveys given to first year students in TSL 3080 were the
starting point for the first theme addressed here: School-based experiences foster confidence in
cultural competence that begins to lead students toward self-efficacy. Findings showed that by
the end of the course, students felt more comfortable working with ELLs in many ways. While
the reasons for this increased comfort were not directly addressed in the survey, this indicates
preservice teachers can develop confidence working with English learners over time, whether it
be from direct instruction or practical experience in the classroom.
Interviews supported this finding as preservice teachers reported feeling more confident
and culturally competent after working with K12 ESOL students in the classrooms, although
they had difficulty recalling many specific reasons or details on which to base these feelings.
They also touched on the significance of social interactions working with K12 ESOL students
and CCTs, but only two could provide specific examples. The retrospective data of the Tutoring
assignment and Case Study provided the most information on these themes, suggesting that the
nature of the formal assignment may have invited a more academically rich reflection that
included multiple components of interaction with ELLs.
As part of the Case Study, reflecting on culturally relevant pedagogy in the classrooms
and in the schools provided support for this theme. Preservice teachers presented examples of
cultural competence displayed by their CCTs and also gave specific suggestions for creating
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more CRP in the classrooms or the schools. Moreover, preservice teachers were able to recall
instances of ESOL students’ social interactions and make connections to why these social
interactions were important and how they related to cultural competence.
Academic interactions were also prevalent in past assignments, most notably the Tutoring
assignment. Working with the ESOL students in small groups or one on one and trying to find
ways to support the student’s English proficiency, supplied the preservice teachers with
successes to reflect upon and with which to build confidence. Preservice teachers were able to
take chances and to practice what they had seen their CCTs modeling. Reflections on challenges
they faced working with ESOL students also built confidence. Having the ability to reflect on
what went wrong in a lesson and consider ways to make it more successful next time, preservice
teachers gained some self-assurance that they would be able to be successful. This hands on
experience of working with both qualified CCTs and ESOL students helped to develop
confidence in students and a sense that they are sufficiently culturally competent to work with a
diverse population of ELLs.
These data further addressed the other main theme for this research question, reflecting
about lesson successes and challenges after instruction fosters cultural competence and nurtures
self-efficacy. Preservice teachers were able to explain how their confidence in a successful
lesson potentially transferred to a more generalized sense of self-efficacy in cultural competence
by providing specific examples of supporting ELs in the classroom. They could also reflect upon,
give suggestions and propose strategies for how to improve lessons that did not go as well, a
major component of self-efficacy.
In the eyes of my students, success had many different meanings. A few students referred
to the “Aha” moments they experienced while working with ELs. The reflections of successful
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sessions working with ELs revealed that many preservice teachers who were able to assist their
ELs in meeting the objective of their lesson felt they were successful. Rich, for example,
measured success by the actions of his students in that they were “well behaved and did what
they were supposed to be doing”, but also that the students were able to grasp the words quickly.
Others were able to systematically assess learning each time they met with students and build on
the prior lessons. Most students felt they were successful working with ELs because they could
explain how they supported the students learning. Looking at the preservice teachers own
examples of success, I believe for the most part they were successful working with students.
Additionally, that feeling of success is key in developing self-efficacy, and that itself is success.
Conclusion.
The major conclusion from this research question and corresponding themes is that
school-based experiences are invaluable. Preservice teachers gained significant insight into
teaching successfully by having the opportunity to practice working with ESOL students in the
classroom. Without the threat of irreversible failure, preservice teachers were able to take
chances and validate or modify what they had learned in the own teacher-preparation classes.
They developed the confidence to safely practice, so to speak, on ESOL students under the
guidance of experienced teachers.
Importantly, preservice teachers’ school-based hours gave them the opportunity to work
hands on with English learners to gain direct knowledge about both the application of
professional practices and the more complex process of building productive relationships with
ELLs. In the beginning of the first TSL course, most students indicated they were not
comfortable working with students. Throughout both TSL courses, preservice teachers learn
theory and best teaching practices. Their early reflections mirror what they have read and
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discussed in classes and they relay their understanding of best practices and the importance of
knowing their learners and understanding diversity. They discuss the implications of good
classroom management and creating a community of inclusion. They know this from the
readings and instruction, but, early on in the sequence, it all remains quite abstract and
theoretical.
Significantly, as the assignments progress through the semester, and preservice teachers
begin working with students, their reflections develop into a more practical form, where
preservice teachers begin explaining best practices from the viewpoint of a teacher who is
attempting to use them rather than a student who is learning about them. They begin to make
connections about why it is important to learn about your students’ cultures and can describe
things like how knowing that soccer is a big deal in a student’s culture can translate to making
content more relevant for that student. Knowing that some students grow up in countries with
volcanoes and mountains rather than the beaches and flat land in Florida, makes it easier to
understand how difficult it can be for newcomers to relate to some things we assume they might
automatically know. Preservice teachers mentioned schema and scaffolding several times in
general ways throughout their early reflections about working with ELs. But, when they actually
were able to tutor ELs, they could explain why being able to build on students’ schema was a
strategy they needed for effective instruction, and a skill their own students needed to learn.
This study confirms other work indicating that school-based experiences are critical to
preservice teacher success in working with ELLs. From initial reflections of preservice teachers
relating culture to creating an environment conducive to success for all learners, to assignment
reflections that provide specific examples of why lessons were successful (or not) and how
ELL’s culture and experiences play a major role in their learning. This study found that
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experience in the classroom, both with ESOL students and CCTs, promotes cultural competence
and can lead to a more developed sense of self-efficacy.
Reflection is another key component to this conclusion. The preservice teachers in this
case, reflecting on not only successes but challenges as well, questioned their knowledge in a
way that helped them to understand why they were successful. They were forced to think about
what exactly they did to teach successfully, and what roles the ELL students played in their own
learning as well.
In what ways does self-efficacy in cultural competence seem to transfer to the classroom
when working with ELs, based on a reflection after working with K12 ESOL students?
Summary of Findings for Research Question 3.
This final research question was addressed mostly through reflections on the SchoolBased Notebook Tutoring assignment and the Case Study. The main theme emerging from this
research question was Reflecting about successes and challenges after instruction fosters
cultural competence and nurtures self-efficacy.
In the Tutoring assignment, preservice teachers discussed successful and challenging
sessions they experienced while tutoring ESOL students. Successful sessions were explained in
detail and most preservice teachers were able to clearly reason why they used a particular
strategy for a student and what they did to support that student. Reflecting on challenging
sessions, preservice teachers were also able to explain why the session may have been
unsuccessful, and what they could try next time to make it a success. Additionally, preservice
teachers frequently related their ESOL students learning to some facet of their culture.
The Case Study assignment reflections also supported the theme that reflection fosters
self-efficacy in cultural competence. Most preservice teachers described instances of culturally
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relevant pedagogy that were evident in the classroom and in the school generally. In
circumstances where there were no examples, preservice teachers gave examples of what could
be done in the classroom or in the school to support CRP.
Conclusion.
Through authentic experiences working with ESOL students and CCTs, preservice
teachers figured out what worked for their individual students and themselves. This research
question, like the one prior, validates the power of hands-on experience through school-based
learning and teacher reflection. Preservice teachers having opportunities to work with ESOL
students, building their confidence with successful encounters and thoughtful and guided
reflection of those successes, all help to promote self-efficacy. Both of these research questions
were answered through reflections of specific actions of preservice teachers. Preservice teachers,
having the opportunity to work with a variety of ESOL students, were able to consider what
strategies worked for them and which did not. They also had the chance to reflect on lessons that
were not very successful and ponder ways to improve. These actions provided multiple
opportunities to feel confident about their instruction and teaching, as well as think about the
different needs of their students.
Connections to the Literature
In order to make content relevant to a diverse group of learners, teachers need to know
that their students’ views will not always be the same as their own. Children scaffold their
learning based on their own personal knowledge. Teachers should recognize that these unique
experiences must be shared and celebrated and are relevant to learning. Tonbuloglu, Aslan, &
Aydin (2016) identified “The concept of multiculturalism was in general perceived in terms of
ethnic background or difference in race and so brought forth negative viewpoints and
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apprehensions with regard to the issue” (pp.4-5). The preservice teachers reflecting on their own
culture, brought awareness that culture is more than ethnicity. It encompasses all our experiences
throughout life and continues to change and grow as we live new experiences and meet new
people.
Keengwe (2010) reiterates the importance of self-reflection stating, “Multicultural
Education goals are centered on raising personal awareness about different categories of
individual differences, and how these differences enhance or hinders the ways students and
teachers generally interact with each other” (p. 199). Likewise, Van Hook’s research (2002),
found “it is of great importance that teachers become aware of individual cultural perspectives
and that they have an opportunity to reflect on various forms of diversity” (p. 255). Cultural
competence begins with awareness and reflection.
Other relevant research on cultural mindfulness has shown the importance of being
aware. George and Louise Spindler’s work in the late 1950’s consisted of studying teachers and
schools to improve “professional competence” (Spindler, 2000, p. xxiii). After observing his first
teacher subject for weeks, Spindler started to notice the lower readers in the class were of
minority races and that the teacher he was observing, was unintentionally biased toward the
students that were like him, upper-middle class (Spindler, 2000, p. xxv). Because of this, the
teacher actually unwittingly constructed a classroom that created successful opportunities for
only those students. He wasn’t doing this on purpose, he just did not realize what was happening.
He was teaching from only his point of view. Confronted with the data, he began to see and was
able to reflect and make changes. This shows the importance of cultural therapy and reflecting on
one’s own culture. Thinking and working towards being culturally responsive is a purposeful act,
and not one that just happens.
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Self-efficacy of teachers is an important indicator of success. A study by TschannenMoran, Woolfolk Hoy, & Hoy, (1998) using multiple measures found “Conceptualizing teacher
efficacy as teachers' beliefs that factors under their control ultimately have greater impact on the
results of teaching than do factors in the environment or in the student-factors beyond the
influence of teachers.” (p. 206). This directly impacts teacher preparation programs as the first
year of teaching is critical for retention. Positive and effective experiences in the last year of
student teaching and the first year of independent teaching are the most influential on developing
teacher efficacy (Protheroe, 2008). Stripling and Roberts (2013) found that “Teachers who are
efficacious persevere through challenges in the learning environment and put forth more effort in
designing learning activities” (P. 114). Retaining new and qualified teachers is necessary today
since teacher retention is at a critical low.
New curriculum standards and accountability measures also play a role in the importance
of being efficacious. Protheroe (2008) addressing high standards in schools, also stated “In this
time of high standards for all children, the concept of teacher efficacy—from the standpoint of
individual teachers and of the faculty as a whole—is critically important. Teachers who believe
they can teach all children in ways that enable them to meet these high standards are more likely
to exhibit teaching behaviors that support this goal (p. 45). Speaking of fundamental abilities of
student teachers, Walter (2015) said “student teachers who demonstrate high self-efficacy are
likely to possess a high level of social and emotional abilities, and to control their emotions and
behavior throughout teaching experiences” (p. 313). All of this research echoes the importance
of self-efficacy in preservice teachers for not only their own success, but those of their future
students. The literature review showed that self-efficacy is more about our own ideas of our
capabilities rather than what we actually can do. Having that confidence that we can be
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successful based on these experiences, has a direct impact on self-efficacy. Generally, this
research question helped to guide my analyzation of the data to find those instances where
preservice teachers revealed confidence in their assertions about their abilities to support ESOL
learners.
Methods courses are another way to provide avenues for self- efficacy. To help
preservice teachers deal with everyday challenges, teacher education programs should provide
experiences through methods courses for them to practice application (Rochester, et al., 2018).
Rochester, et al. (2018) stated “Courses that emulate as closely as possible the real classroom
experiences PSTs will encounter when they become teachers can help them transition into a
professional community of learners” (p. 16). Modeling effective methods as closely as possible
can provide preservice teachers with simulated experiences that are more valuable than just
reading about them. Efficacy in teachers has been shown to increase after methods courses
(Stripling, et al., 2013). Their study found that “self-efficacy of the preservice teachers may have
been influenced by the other preservice teachers in the agricultural teaching methods course” (p.
125) and that the “social nature of self-efficacy” may have affected how the preservice teachers
evaluated their own abilities compared to that of their peers (p. 125). This suggests that the types
of student interactions found in methods courses may have a positive correlation in the outcome
of self-efficacy.
In concert with hands on experiences, teacher reflection is a key indicator of building
confidence leading to self-efficacy. Bandura (2018) stated “A major feature of the exercise of
agency through metacognitive self-reflection is judgment of one’s efficacy” (p. 133). The
experience alone without the reflection while beneficial, is insufficient to promote self-efficacy.
The data from these preservice teachers’ reflections support the belief that the experiences

156

working with ESOL students and qualified CCT’s, combined with guided and specific reflection,
support the claim that self-reflection may lead to self-efficacy. The reflections show that
preservice teachers are able to explain why they believe they were successful, and also make
adjustments to lessons that they felt were not as successful.
The data analyzed also reflected the importance of school-based hours and meaningful
interactions with not only students, but qualified teachers as mentors and models. Freire’s (2005)
banking model tell us that using dialogue, students and teachers work together to make meaning
and facilitate learning. These interactions, both academic and social, had the largest impact on
confidence, leading to self-efficacy in cultural competence. Yilmaz (2008) explains that
knowledge is “not passively received from the world or from authoritative sources but
constructed by individuals or groups making sense of their experiential worlds” (p. 162).
Preservice teachers in this study displayed the most learning from their interactions with students
and teachers. Reich (2019) speaking of moving from pragmatism to constructivism, stated “For
Dewey, human experience is a lived presence that builds on the past and stretches into the future.
It is a world of action, a continuum of “doings and undergoings,” wherein meanings are socially
co-constructed by those who participate in interactions with a natural and cultural environment”
(p. 183). The meanings we construct from our experiences are influenced by those we meet
interact with along the way. Preservice teachers who seek out more meaningful interactions in
the classroom and with classmates will be able to build more knowledge. The more opportunities
to be in a school-based experience that we can provide preservice teachers with, the more
meaningful exchanges they will encounter.
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Recommendations
The results of this study revealed the importance of cultural self-reflection, interactions,
both social and academic, and experience. The data showed that preservice teachers who spent
time in the classroom working with ESOL students, and who spent time reflecting on those
experiences, displayed substantial cultural competence. Student reflection is critical in
developing cultural competence in preservice teachers. For preservice teachers to feel culturally
competent teaching English learners, we need to provide more opportunities to work with
students in classrooms, under the guidance of qualified teachers. Change is needed. A
recommendation in a recent report by The National Council for the Accreditation of Teacher
Education (2010) stated:
The education of teachers in the United States needs to be turned upside down. To
prepare effective teachers for 21st century classrooms, teacher education must shift away
from a norm which emphasizes academic preparation and course work loosely linked to
school-based experiences. Rather, it must move to programs that are fully grounded in
clinical practice and interwoven with academic content and professional courses (p. ii).
School-based experiences are the key to preservice teachers having successful experiences with
students and gaining that confidence they need that ultimately leads to self-efficacy.
Teacher attrition is higher at schools that are diverse. By providing preservice teachers
with these positive and effective experiences in the classrooms, and facilitating valuable selfreflection, we can work to ensure they continue successful practices in their own classrooms.
The fundamental abilities preservice teachers develop throughout their time in school,
and their school-based experience are a key factor. The self-efficacy of teachers in the classroom
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directly affects student success. These data echo the importance of self-efficacy in preservice
teachers for not only their own success, but those of their future students.
Implications for teacher preparation programs are considerable. Authentic experiences in
the classroom are vital to preservice teacher successes. More opportunities for multiple varieties
of school-based involvement are needed going forward. Guided and directed reflective activities
are also key to fostering self-efficacy.
It is also important for those who lead teacher education program to determine if the
program encourages the creation of classroom norms, expectations and opportunities that allow
teachers to work effectively with ELL students to “express” their culture in subtle, nuanced, and
sometimes private ways, not necessarily in the more open and public ways favored in western,
especially American, culture that values independence, public discourse, and self-disclosure.
Methods courses are also a key factor in preservice teachers getting that “practice” in
applying the theory they have learned in foundational classes. Focusing more on methods that
replicate authentic experiences as closely as possible is something I recommend for my program.
TSL 3080, as the first stand-alone ESOL course, is considered the foundational course for ESOL,
while TSL 4081 is considered the methods course for ESOL. However, we still begin the class
with three weeks of review of the foundational information from TSL 3080. Changing this to
only one week of review would be a better use of time for the class. Possibly using the last few
weeks of the TSL 3080 to begin to branch out into methods is also an option.
The program I evaluated for this study already includes requirements for school-based
hours in all of its methods courses. Requiring school-based hours in more classes would help
increase students’ comfort levels earlier in the program. Corresponding assignments should

159

include specific, guided reflective activities so students are forced to think about their
experiences in a way that is more detailed and promotes critical thinking.
Another recommendation for this program is to develop partnerships with the ESOL
district departments for as many cooperating counties as possible. This partnership could provide
multiple benefits. For one, the ESOL department at the district level could provide volunteer
opportunities for preservice teachers to gain experience working with ESOL students and
families in a more social atmosphere at back to school fairs and ESOL events throughout the
county. It would also be a way to network for the students. Another benefit of this partnership
could be the opportunity for students to work with more qualified ESOL specialists in the
classrooms and the schools. Preservice teachers may be able to attend a team meeting of ESOL
teachers for the county once or twice a year so they can be well versed on the current policies
and procedures for ESOL students as well as current curriculum and best practices. Another
possibility is to arrange for ESOL teachers to come to the classroom and present to students.
They could also be invited to attend a practicum or internship seminar to speak to students.
To get preservice teachers more comfortable working with ESOL students, a partnership
could also be made with the college’s EAP (English for Academic Purposes) department. A
Listening and Speaking class for adult EAP students on the same campus could combine with
TSL 3080 or TSL 4081 once or twice a semester to get together and play games and just
socialize in a nonthreatening way. This would give the EAP students the opportunity for
listening and speaking practice for their class, and an opportunity for our preservice teachers to
socialize, learn about others, and practice communications skills such as explaining directions
and rules. Just interacting with students from other cultures would be beneficial to preservice
teachers.
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The EAP students could also come to the TSL classes to work with preservice teachers
on their Family Engagement Presentations (Appendix C). EAP students can be primary sources
for the TSL students to work with while researching their assigned countries.
Culture is something that is intimately related to identity. Reflecting on our own culture,
and how our personal experiences have shaped our values and ideals, helps us to realize other
perspectives. Knowing children have different perspectives based on their own experiences,
provides teachers with the premise to make content relevant to their students, fostering culturally
relevant pedagogy. There should be a focus on purposely working toward culturally responsive
teaching through cultural therapy (Spindler, 1989).
Researcher’s Reflection and Future Research
At the start of this endeavor, I wanted to know if the current ESOL Endorsement
integrated model of teacher preparation programs was sufficient in culturally relevant practices.
In the ESOL specific classes that I taught, I occasionally heard preservice teachers misrepresent
what being culturally competent was, even though I could see that they displayed some of the
attributes of cultural competence. I believed this to influence their sense of self-efficacy in
teaching English learners. The examination of preservice teachers’ reflections of the ESOL
classes and the program as a whole felt like a likely place to begin. The following assumptions
guided this study:
1. Cultural self-reflection and awareness of one’s own culture affect self-efficacy.
2. Self-efficacy in cultural competence positively affects teachers working with English
Learners.
3. Social interactions with other students reflecting on culture positively affect self- efficacy
in cultural competence.
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One assumption affecting this study seemed to be imposed by the preservice teachers
themselves – an assumption about the desirability of encouraging self-expression, selfdisclosure, and “openness” in the ELL classroom. Sharing viewpoints, feelings and thoughts in a
public forum, such as a classroom, appears to be a feature of western culture that may not be
widely shared in non-western cultures. Ironically, creating a classroom environment where such
participation by students is vigorously encouraged may create a culture conflict that is very
difficult for teachers to identify and students to resolve.
There were also some limitations to this study. Adjuncts teach some of the courses with
integrated ESOL assignments so students may have had different experiences in instruction from
the other courses taken in the program. Students who took the TSL courses in a blended or online
format will not be differentiated. Students may be Elementary Education students or Exceptional
Student Education students.
Preservice teachers all experience different types of placements as well. The school-based
experiences are not in the control of the college and are difficult to compare. While all CCTs are
ESOL endorsed, some may be more experienced than others. In addition, some students work
with ESOL resource teachers who only work with the ESOL students in the school, and some
experience a classroom teacher who may have a handful of ESOL students mixed in the class.
Data collection was another surprise. Initially, I thought the interviews would be the
biggest part of my research and that they would provide the richest data. However, in the end
they were the least useful to answering my research questions. Even though the interviews
supplied data that corroborated the themes emerging from assignment and discussion data, they
did not seem as reliable as I originally expected. Asking students to reflect on the perceived
effectiveness of past classes and assignments that I taught may have made the students feel
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uncomfortable. Despite the fact that the students were not going to be in my classes anymore,
they seemed to want to answer questions about the classes they took with me in a positive way.
A better situation would be to have an outside, impartial person conduct the interviews.
Many of the students also had trouble recalling specific assignments and distinguishing
between past classes. So much time had gone by and most critical information is reviewed in
each class they take, that I got the sense they sort of ran together for students. Additionally, there
was not a very large sample population, with only 5 students agreeing to an interview.
The process of interviewing was also a challenge. Much of this is certainly attributed my
own inexperience in interviewing. I had to focus on just listening so that I would not agree with
and affirm things students would say as they spoke. It was difficult to stay impartial and not
“teach” as the student was talking. Likewise, some students looked to me for clarification and
validation of what they were saying as they answered questions on their own experiences and
thoughts. One student also needed to be redirected multiple times as he went off topic frequently
while discussing school-based experiences. A structured interview would be a better fit for me as
an inexperienced researcher, so that I could be more consistent with all participants. I also feel
that I had too many questions for my students and they ran together a little as they were similar.
Instead of using the interviews as the main data to identify themes, I ended up using them
as support. I think in the future, interviewing of current or past students would be better
completed by an outside observer, so that students would feel free to answer easily. I also think
online and anonymous surveys could be very valuable and still provide rich data, even without
the opportunity for clarification or follow-up questions. That would likely produce more
participation.
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Conversely, the discussion posts and student assignment reflections seemed to afford
richer data and discussion. The social interactions and self-reflections of the discussions
appeared to be the most telling. The Tutoring assignment was also very useful in evaluating selfefficacy, as students discussed intercultural challenges and used concrete actions to explain
successes. Additionally, the SBN Case Study assignment analyzed proved to be valuable data
showing what preservice teachers view and regard as culturally relevant teaching in the
classroom. I have already considered new ways to rework these assignments to provide better
reflective opportunities and gain even more information from my students.
Moreover, I feel the written modality of discourse used for preservice teachers’ thoughts
and reflections, instead of simply verbalizing them at a later date, helped them to think it through
more thoroughly, and made reflecting more effective. The written discourse, whether through
online discussions or assignment reflections, provided students with quicker turnaround from
action to reflection in addition to more time to not just reiterate the experience, but to critically
reflect and make meaning.
The reflection in the Culture Discussion added to the second ESOL specific course, TSL
4081, refers the preservice teacher back to his or her original self-reflection of culture from the
first course, TSL 3080. I think this is important in helping students recall the initial readings
about culture and diversity from that class, and how they had to think more deeply about their
own culture, and the roles they play in life.
This study addressed the perceived self-efficacy of cultural competence in preservice
teachers in a small teacher education program. Future research could involve other methods for
collecting data. One suggestion is to have a person not associated with the study or the courses
conduct the interviews. Interviews immediately following the two TSL courses would also likely
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produce more useful and reflective data. A survey using a modified self-efficacy scale would be
a quick way to gather data for a quantitative analysis study.
This study also focused on one small group of preservice teachers all in the same stage of
the program. Future studies could include students in different stages of the program to compare
the phases of learning at different times. Studying recent graduates who are now first-year
teachers could also provide further support of guided reflections in the teacher education
program and could corroborate the notion that self-efficacy in cultural competence impacts
teacher retention. A longitudinal extension of this study of novice teachers in their first three
years of teaching to see if there is a link between self- efficacy in cultural competence to teacher
retention.
Questions remain on whether self-efficacy in cultural competence will transfer to
teaching and learning once preservice teachers have their own classrooms and are no longer
sheltered by a CCT’s guidance. The literature supports the theory that self-efficacy is related to
retention and attrition. But we do know developing methods to foster cultural competence and
self-efficacy in preservice teachers is essential to producing teachers who are better prepared to
work with our ever-changing student population in Florida.
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Appendix A
TSL 3080 ESOL Pre and Post Likert Scale Survey

Answer the questions below based on how frequently you agree with the statements at this time:

1. I am comfortable talking to an EL about everyday topics (e.g., food, hobbies, etc.).
2. I am comfortable talking to an EL about school (e.g., rules, procedures, homework, etc.).
3. I am comfortable tutoring an EL when my CCT gives me explicit instructions.
4. I am comfortable tutoring an EL when my CCT does not give me explicit instructions.
5. I am comfortable assessing an EL informally.
6. I am comfortable adjusting my instruction to meet the linguistic needs of my ELs.
7.

I am comfortable making content culturally relevant for all students.
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Appendix B
TSL 3080: Cultural
Reflection
After reading the Cultural Identity & Development article, choose one of the questions below
and write a 1-page reflection responding to one of the questions.

1. Who are you? Describe three roles you play in your life and how these roles are
influenced by your culture.
2. What is your cultural identity? How has your culture influenced your views on historical,
social, religious, political, economic, and geographical circumstances? Reflect on three of
these circumstances and be specific.
3. What is your cultural identity? What advantages and disadvantages do you have as a
result of being a part of your culture?
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Appendix C
TSL 3080: Family Engagement Presentation

Family engagement in schools is important for supporting student success. However, for ELs,
family engagement in school may be lacking for a variety of reasons. For this presentation, you
will work with a small group to learn about a culture and a language that is widely represented in
Pinellas County Schools.
Directions:
1. To start the presentation, please see the group assignments file in the Culture-Week 3 module.
2. Work with your group members to divide the work of researching and preparing the
presentation.
3. Prepare one cohesive presentation* using PowerPoint, Prezi or another application that I can
access easily from Chalk & Wire.
4. Include the following information on your culture:
a. Region of this culture, including a map
b. Language of this culture, including an example of a greeting in the language
c. Reasons why people from this culture tend to immigrate to the US (e.g., economic,
war, natural disasters)
d. Cultural norms
e. Schooling practices in this culture
f. View of education by this culture
g. Family dynamics in this culture
h. How this group interacts in the United States
i. Potential barriers to family engagement for this culture (see articles in MyCourses)
j. Suggestions to support this cultural and linguistic group, including in the classroom and
throughout the school (see articles in MyCourses)
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k. Share one thing that each group member found interesting or surprising about the
culture you studied or about working with ELs’ families.
l. Include a references slide in APA style with at least six sources your group used to
prepare the presentation.
You must include at least three sources that address your culture and at least three sources from
the Articles on Parental Involvement for Family Engagement Presentation sub-module. (Images
do not need to be cited.)
5. Upload the presentation to Chalk & Wire. EACH group member must upload the presentation.
* Do not copy large blocks of text; summarize or paraphrase the information to make the slide
easily readable. Suggested places to start your research: o xxx Library Databases o CultureGrams
(see xxx Library Databases) Search terms o Education and the culture/country you have chosen o
“cultural profiles” and the culture/country you have chosen (e.g. keywords: cultural profile
Mexico). o Google “schooling in” and the culture/country you have chosen (e.g. keywords:
schooling in Mexico). o For academic articles and research studies, Google Scholar
(scholar.google.com) is a good resource. Search for the culture and/or language and “education”
(e.g. keywords: Mexico education/ Mexican schooling). If you are logged onto the xxx Server,
then you will see what references are available in the xxx electronic library. These will be listed
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on the right side of the screen.
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Appendix D
TSL 4081-Culture Discussion

Considering the information in Fairbairn & Jones-Vo chapter (pp. 1-20), please answer the
following questions.
1. In your opinion, what are the two most important things you need to know about your ELLs?
Why?
2. Once you know those things, what can you do to help your ELLs be successful culturally,
socially, physically, and/or academically?
3. Thinking back to your reflection on your own cultural values (from TSL 3080), how will your
cultural values impact your work in your classroom?
A good discussion requires an exchange of ideas in respectful and professional ways. In order to
do this successfully and receive full credit for your participation in the discussion, please see the
discussion guidelines for all posts below.
Guidelines for ALL discussions







Reply to at least two classmates' posts with more than "I agree" as a response.
For example, explain why you agree with a classmate's post or ask a question to
further the question.
Respond to your classmates' responses to your posts, as needed.
All comments must be professional in nature and related to the course content.
Use appropriate, professional writing. Complete sentences, punctuation, and
correct spelling are expected.
Cite references in APA style to give credit when needed.
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Appendix E
TSL 4081: School-Based Notebook - Tutoring Assignment
For this assignment, you must conduct at least 8 hours of tutoring with an EL in your CCT’s
classroom. Your tutoring sessions may be one-on-one, small group, or class sessions;
however, every session must include non-native speakers of English.
Follow the steps below to complete the assignment.
Part One:
1. Tutor ELs in your CCT’s classroom.
2. Complete the Tutoring table – found in MyCourses. (It would be a good idea to fill this in as
you complete the tutoring hours.)
Part Two:
3. Type in the Tutoring Hours you have completed in the tutoring table document. Insert a page
break.
4. Write a 2-3 page reflection about the tutoring experience in which you discuss:
•

A successful tutoring session – Who did you tutor during this session? What is his/her native
language? What is his/her proficiency level? What grade is he/she in? What was the topic of
the tutoring session? Why was the session successful? How did you support the EL’s
learning? Would you change anything about the session? Why?/Why not?
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•

A challenging tutoring session – Who did you tutor during this session? What is his/her native
language? What is his/her proficiency level? What grade is he/she in? What was the topic of
the tutoring session? Why was the session challenging? What would you change to make it
more successful in the future? Did you support the EL’s learning? Why/why not?
o If none of your sessions were particularly challenging, what could you have done to enrich or
extend the sessions to further support your student’s language development?

•

What did you learn while tutoring the EL(s)? What intercultural successes or challenges did
you experience will tutoring the ELs? How will this experience impact your future teaching of
ELs?

5. Submit the completed ESOL SBN: Tutoring assignment in Chalk & Wire. See the syllabus in
MyCourses for the due date.
TSL 4081 School-Based Notebook: Tutoring E3.2 Rubric
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Appendix F
TSL 4081: SBN: Case Study
For this assignment, you will develop a case study of the school where you are completing your
ESOL School-Based Hours. This assignment will require you to draw upon your own
observations and to speak with your CCT, the ESOL teacher/ESOL paraprofessional, and the
guidance counselor or other administrator to complete the assignment. Please use the italicized
headings below in your paper to separate the sections of your paper. The paper should be 4-6
pages long and follow APA style.
Please follow the steps below to complete the assignment:
1. School - Describe the school where you completed/are completing your school-based

hours of observation. Include the following information in your description:
a. School demographic information – number of students, number of ELs, number

of students on free/reduced lunch, ethnicities represented at the school, Title I or
other designation
b. The classroom – describe the space in detail
c. The teacher(s), including years of experience and credentials
d. The ESOL teacher/ESOL paraprofessional who works with ELs, including years

of experience and credentials
e. The classroom demographics
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2. EL student – Focus on the student with whom you conducted the SOLOM, SWLOM,

and Literacy Assessments.
Include the following information:
a. Name, age, and cultural and linguistic background of EL
b. How the student interacts with other students in the class
c. Any other interesting information you’d like to share.
3. Identification, Assessment, & Placement - Describe how the EL above was evaluated

and is being monitored upon entering the school. Include the following information:
a. When was the student identified as an EL?
b. What were the initial assessment results for the EL?
c. What proficiency level was the student at upon initial placement? If applicable,

what level is he/she at now?
d. Services the student receives currently
i.

What is the student learning?

ii.

What can be done to support learning?

iii. Are there any gaps in support?
e. Exit process for the EL, including
i.

When is this expected?

ii.

How will the EL be monitored upon exiting ESOL?

iii. Are there any concerns about exiting the student out of ESOL?
4. EL Development - How is the program at the school impacting the EL that you are

working with, including: a. English proficiency/literacy
b. content/academic progress
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c. social/cultural adjustment?
5. Culturally Relevant Pedagogy
a. What examples of culturally relevant pedagogy do you see in the classroom?
b. What examples of culturally relevant pedagogy do you see in the school?
c. What could be done at the school to support culturally relevant pedagogy?
6. Reflection - Reflect on what you learned during this experience.
a. What surprised you while you were working on this paper?
b. What would you like to emulate in your future classroom?
c. What would you do differently to support your future ELs?
d. What has this school-based experience taught you about working with ELs?
e. How will you incorporate those lessons into your teaching in the future?
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Appendix G
Student Oral Language Observation Matrix (SOLOM)

Student's Name: ___________________________Grade _____ Date: ___________________
Student's Native Language: _________________Administered by:______________________

1

2

3

Has great
difficulty
following what is
said. Can
comprehend only
social conversation
spoken slowly and
with frequent
repetitions.
Usually hesitant:
often forced into
silence by
language
limitations.

Understands most
of what is said at
slower-thannormal speed with
repetitions.

Understands
nearly everything
at normal speech.
Although
occasional
repetition may be
necessary.

Understands
everyday
conversation and
normal classroom
discussions.

Speech in
everyday
conversation and
classroom
discussion
frequently
disrupted by the
student's search for
the correct manner
of expression

Speech in
everyday
conversation and
classroom
discussions fluent
and effortless;
approximating that
of a native
speaker.

Student frequently
uses wrong words:
conversation
somewhat limited
because of
inadequate
vocabulary.
Pronunciation
problems
necessitate
concentration on
the part of the
listener and
occasionally lead
to
misunderstanding.

Speech in
everyday
conversation and
classroom
discussions
generally fluent,
with occasional
lapses while the
student searches
for the correct
manner of
expression.
Student
occasionally uses
inappropriate
terms and/or must
rephrase ideas
because of lexical
inadequacies.
Always
intelligible,
although the
listener is
conscious of a
definite accent and
occasional
inappropriate
intonation patterns.

A.
Comprehension

Cannot be said to
understand even
simple
conversation.

B. Fluency

Speech so halting
and fragmentary as
to make
conversation
virtually
impossible.

C. Vocabulary

Vocabulary
limitations so
extreme as to
make conversation
virtually
impossible.

Misuse of words
and very limited:
comprehension
quite difficult.

D.
Pronunciation

Pronunciation
problems so severe
as to make speech
virtually
unintelligible.

Very hard to
understand
because of
pronunciation
problems. Must
frequently repeat
in order to make
him/herself
understood.

4

5

Example to
support score

Use of vocabulary
and idioms
approximate that
of a native
speaker.

Pronunciation and
intonation
approximate that
of a native
speaker.
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E. Grammar

Errors in grammar
and word order so
severe as to make
speech virtually
unintelligible.

Grammar and
word order errors
make
comprehension
difficult. Must
often rephrase
and/or restrict
him/herself to
basic patterns.

Makes frequent
errors of grammar
and word order
that occasionally
obscure meaning.

Occasionally
makes
grammatical
and/or word order
errors that do not
obscure meaning.

Grammar and
word order
approximate that
of a native
speaker.

Totals
Roughly the calculations correspond to the following levels: Preproduction (5), Early Production (6-10),
Speech Emergence (11-15), Intermediate Fluency (15-20), Advanced Fluency or Native Like Quality (21-25)
Source: Developed by San Jose Unified School District, San Jose, California
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Appendix H
TSL3080-School-Based Notebook (SBN) Observation Paper

Use the checklist below to guide your observations. This is a guide to help you be aware of the
actions your CCT could take to support their ELs based on TESOL’s 6 Principles for Exemplary
Teaching of English Learners. You only need to discuss what you have observed, but you do
need to address each category listed in your paper. Once you have made notes on the checklist,
use the information you have recorded to help you write the paper.
1. Know your learners.
a. Teachers gain information about their
learners.
b.Teachers embrace and leverage the
resources that learners bring to the
classroom to enhance learning.
2. Create conditions for language learning.
a. Teachers promote an emotionally positive
and organized classroom with attention to
reducing student anxiety and developing
trust.
b.Teachers demonstrate expectations of
success for all learners.
c. Teachers plan instruction to enhance and
support student motivation for language
learning.
3. Design high-quality lessons for language
development.
a. Teachers prepare lessons with clear
outcomes and convey them to their
students.
b.Teachers provide and enhance input
through varied approaches, techniques, and
modalities.

Example(s)

Example(s)

Example(s)
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c. Teachers engage learners in the use and
practice of authentic language.
d.Teachers design lessons so that students
engage with relevant and meaningful
content.
e. Teachers plan differentiated instruction
according to their learners’ English
language proficiency levels, needs, and
goals.
f. Teachers promote the use of learning
strategies and critical thinking among
students.
g.Teachers promote self-regulated learning
among their students.
4. Adapt lesson delivery as needed.
a. Teachers check student comprehension
frequently and adjust instruction according
to learners’ responses.
b.Teachers adjust their talk, the task, or the
materials according to learner responses.
5. Monitor and assess language development.
a. Teaches monitor student errors.
b.Teachers provide ongoing effective
feedback strategically.
c. Teachers design varied and valid
assessments and supports to assess student
learning.
6. Engage and collaborate within a
community of practice. (You may need to
speak with your CCT about this
principle.)
a. Teachers are fully engaged in their
profession.
b. Teachers collaborate with one another coplan and co-teach.

Example(s)

Example(s)

Example(s)
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For this assignment, you will write a 4-6 page, APA-style, observation paper based on the fifteen
hours you spent observing your CCT and their classroom. Use the checklist that is found in the
SBN Observation Paper module within the ESOL School-Based Notebook module to guide your
observation.
The paper has three main parts:
1. An introduction describing the school, the classroom, and the students in the classroom
2. A discussion of your observations. Please use the checklist in the SBN Observation Paper
module to guide your observations. Then, write a paper addressing each subject below,
and separate your discussion by the following headings (taken from the checklist).
o Know your learners
o Create conditions for language learning
o Design high-quality lessons for language development
o Adapt lesson delivery as needed
o Monitor and assess student language development
o Engage and collaborate within a community of practice
3. A 1-2 paragraph reflection on the appropriate question: If you plan to teach, how will this
experience impact your future teaching of ELLs? If you do not plan to teach, what was
the most valuable thing you learned from this experience and how will it help you in your
future career? Be specific.
The paper is due on 4/15. (Note: There is no Chalk & Wire submission required for this
assignment.)
APA Style Requirements







Title page
Double-spaced
Times New Roman
Size 12 font
1 inch margins
APA in-text citations and references page, if needed

Important: Please remember that you are a guest when you do your school-based hours. Your
main task is to observe and to work with the cooperating teacher. While you may not always
agree with what you see in the classroom, you must remember that you are in someone else's
classroom. Please be respectful and courteous at all times.
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Appendix I
COURSE SYLLABUS: TSL 3080

ESOL Issues: Principles and Practices I K12
The syllabus course calendar and other attending documents are subject to change during the
semester in the event of extenuating circumstances.
Course Prefix:
Section #:
Credit Hours:
Co-requisites:
Pre-requisites:

Day, Time and
Campus:
Modality:

Professor:
Office Hours:
Office Location:
Office Phone:
Email Address:

TSL 3080
3
None
Admission to Secondary Science Education BS, or Educational Studies BS,
or Prekindergarten/Primary Education (age 3 through grade 3) with Infused
ESOL and Reading BS, or Elementary Education with Infused ESOL and
Reading BS, or Exceptional Student Education with Infused ESOL and
Reading BS, or Middle Grades Mathematics Education BS, or Middle
Grades Science Education BS, or Secondary Mathematics Education BS, or
Initial Certification.

Online - Weekly participation is required for attendance. Participation in
this course is defined as posting to the discussion board or submitting an
assignment.Online - Weekly participation is required for attendance.
Participation in this course is defined as posting to the discussion board or
submitting an assignment.
Click here to enter text.
Click here to enter text.

ACADEMIC DEPARTMENT: College of Education
Dean:
Office Location & Number:

I. COURSE DESCRIPTION
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This course is an introduction to the issues, principles, and practices of teaching English to speakers of
other languages. It provides the foundation of knowledge necessary to meet the instructional needs of
linguistically and culturally diverse students. Students will have 15 hours of field experience. The five
ESOL Domains will be assessed in this course. Students will have 15 hours of field experience.

II. MAJOR LEARNING OUTCOMES
8. The student will demonstrate an understanding of theories related to the effect of culture, and
the role of cultural groups and individual identities in teaching and learning for ELLs. (ESOL
Domain 1/Standard 1) by:
a. Identifying strategies for reducing cross-cultural barriers among students, parents,
teachers, administrators and the community.
b. Comparing cultures to identify differences that may impact student learning.
9. The student will demonstrate knowledge and understanding of the structure and use of English
to support ELLs’ skills (ESOL Domain 2, Standard 1) by:
a. Identifying and describing language universals, language function, language change
and aspects of language.
b. Creating activities and lessons to assist cross linguistic transfer and promote language
acquisition.
10. The student will demonstrate knowledge and understanding of second language acquisition
theory and practice to support ELLs’ literacy development (ESOL Domain 2, Standards 2, 3)
by:
a. Comparing theories of language acquisition and identify associated theorists and
traditions.
11. The student will demonstrate an understanding of educational policy and law as well as the
historical development of the teaching of English for Speakers of Other Languages (ESOL)
(ESOL Domain 3, Standard 1) by:
a. Sequencing and identifying important historical milestones leading to the Florida
Consent Decree.
b. Distinguishing the specific requirements of the six sections of the Florida ESOL
Consent Decree with regards to meeting the needs of ELLs.
12. The student will demonstrate knowledge and understanding of methods, curriculum, and
technological resources appropriate for literacy and content area instruction in ESOL (ESOL
Domain 3, Standards 2, 3.) by:
a. Identifying and planning for language proficiency levels in listening, speaking, reading
and writing in a second language.
b. Instructing, evaluating and re-teaching content-based activity.
c. Analyzing models of sheltered content area instruction.
13. The student will apply research practices, strategies, resources and technologies to plan
differentiated instruction for ELLs at varying levels of proficiency (ESOL Domain 4,
Standards 1, 2) by:
a. Selecting appropriate objectives.
b. Differentiating instruction dependent on language proficiency and student cognitive
and cultural background knowledge.
c. Planning for comprehensible instruction using realia, manipulative, technology, and
visuals.
14. The student will demonstrate an understanding of ESOL identification, assessment, testing, and
evaluation to assist and assess ELLs’ language differences, literacy development, content area
learning, and special education issues(ESOL Domain 5,Standards 1, 2, 3) by:
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a. Applying knowledge about language development, acculturation and special
education.
b. Administering informal oral and written English proficiency assessments and
analyzing results.
c. Creating and/or modifying content area and language proficiency assessments for
ELLs.
III. REQUIRED TEXTBOOK(S), RESOURCES AND MATERIALS
A.
B. Required Textbooks
Textbook(s)
Required: Wright, W. (2015). Foundations for Teaching English Language
Learners (2nd ed.). ISBN: 9781934000151
Recommended: Hamayan, E., Marler, B., Sanchez-Lopez, C., & Damico, J. Special
Education Considerations for English Language Learners (2nd ed.). ISBN:
9781934000113 (PLEASE NOTE: This book will be required for ESE majors in
other courses.)
Chalk & Wire
Chalk & Wire is a requirement for all COE students enrolled in a bachelor’s degree program and for all
EPI students.
Students using eBooks must have access to the eBooks during class sessions.
C. Supplemental Material
Resources:
Materials:
Library:
D. Technology
Technology is an essential tool for receiving and developing instruction. Students are expected to
reference MYCOURSES continuously to assure all current content for class has been accessed.
Additionally students are expected to be familiar or familiarize themselves with PowerPoint
presentation methods.
The instructor of this course frequently uses smart boards, ELMOs, power point, digital media, and
web based resources to disseminate information and engage preservice learners and students.
All work must be submitted in a format compatible with Microsoft Word (e.g.: .doc, .docx, .rtf)
E. Supplies

IV. COURSE REQUIREMENTS & EXPECTATIONS
A. School Based Hours Course Requirements
This course requires 15 hours of observation/participation in a public K12 school as approved by
the Office of School Partnerships. As part of the school-based hours for TSL 3080, students are
required to tutor English Learners for four (4) of the 15 hours. ESOL SBHs must be completed
with an ESOL Endorsed/ Certified Cooperating Classroom Teacher (CCT) in an educational
setting with at least one ESOL Student currently receiving ESOL Services.

200

B. ALL Course Assignments
Course Assignments
Points
Email etiquette assignment
10
Introduction discussion
10
School-based hours placement survey
10
Cultural Identity and Development Reflection
10
Working with ELs discussion
10
At the Pasar discussion
10
Linguistic Analysis Project*
100
Objectives Quiz
30
Considerations for Lesson Planning with ELs Quiz
30
SLA discussion
25
CCT Information for School-Based Hours
10
ESOL Infused Lesson Plan*
100
Presentation of a Reading Strategy*
75
Assessment of ELs discussion
10
Family Engagement Presentation*
100
School-Based Notebook: Observation Paper
100
School-Based Notebook: SOLOM*
100
School-Based Notebook: Tutoring (4 hours)*
100
Consent Decree Quiz
30
Speaking in Tongues discussion
10
Record of Hours
20
Final Exam
100
TOTAL
1000
* Assignments labeled with an asterisk (*) denote required assignments that must be
submitted to Chalk & Wire and earn a score of 2.0 or higher on each criteria.

** Ethics Workshop – Students are required to view the Ethics Workshop video and
complete an ethics quiz as part of all COE programs. This is an online workshop,
and it is available from the beginning of the semester until the end of Week 10. You
must earn 75% or higher to pass the quiz, but your score on the quiz will not affect
your grade in TSL 3080.
UCC Assignments: Teacher candidates must demonstrate Uniform Core Curriculum (UCC) competencies and
earn a 2 or higher for each indicator on all UCC assignments [FEAP, ESOL, FSAC, Reading Competencies
(RC), Other Elements and Florida State Standards (FSS)] in order to successfully pass the course.
If the teacher candidate has not successfully demonstrated the UCC competency as stated above, he/she may
have an opportunity (within the term) to work with the instructor to improve the understanding of the concept.
The assignment must then be corrected and resubmitted, and will not receive a grade higher than a C. In the
event of cheating or plagiarizing, see BOT Rule 6Hx23-4.72 for consequences.
Students in a degree program must upload into Chalk & Wire all FEAP, ESOL, and RC assignments (identified
as Critical Reading Tasks) as denoted in the Uniform Core Curriculum Assessments table at the end of the
syllabus.
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For courses with lesson planning:
Adapting or modifying a lesson plan from an existing source (i.e., the internet) does not mean
“copy and paste.” It means that, if you use someone else’s intellectual property for this purpose,
you may read through the given source for ideas, but then rethink and rewrite the idea in your own
words with your own modifications to meet the needs of the assignment. Anything adapted or used
verbatim must be cited with credit given to the author(s). This includes specific citations on all
supplementary materials (i.e., assignment sheets, graphic organizers, checklists) that are not
originally your work. This applies to all COE lesson plans unless the instructor directly specifies
otherwise.
C. GRADING











Course assignment details can be found in MyCourses by clicking on the Course Content tab.
Assignments submitted up to one week after the due date will receive a letter grade deduction.
Assignments submitted more than one week after the due date will earn a zero in the grade
book.
Discussions and quizzes are only open during the times designated in the course syllabus;
therefore you cannot make up a missed discussion or quiz
For assignments noted with an asterisk (*) above, the work must be submitted in Chalk & Wire
to pass the class, even if no credit is earned for the assignment.
Incomplete assignments will NOT be graded.
Required resubmissions will result in a letter grade penalty. One point will be entered in the
gradebook to reflect submission; the assignment will be evaluated for a passing grade once it
meets the Chalk & Wire requirements. Carefully reading directions, sample assignments, and
rubrics will help you to be successful in this course.
10% can be deducted from assignments as a result of poor presentation, conventions (e.g.
grammar, APA style), and support documentation as described in the course instructors
assignment directions.
Attendance is required for COE courses.
Grading Scale:
Points
900-1000
830-899
750-829
680-749
<679

Percentage
90-100%
83-89%
75-82%
68-74%
< 67%

Letter Grade
A
B
C
D
F

V. SYLLABUS STATEMENTS COMMON TO ALL COE SYLLABI
A. COE SYLLABUS STATEMENTS
Each student must read all topics within this syllabus and the content of the links. If the student
needs clarification on any items in the syllabus or linked statements, he/she should contact the course
instructor.
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If you remain enrolled after the drop date this signifies that you agree to abide fully by the
parameters set in this syllabus and any syllabus addendum.

VI. CALENDAR AND TOPICAL OUTLINE
Readings – Complete before the week begins for that week after Week 1.
Assignments – Details for all assignments are located under the Content tab in MyCourses. All assignments are due on
MONDAYS by 11:30PM
Discussion Boards – Discussion boards are opened on MONDAYS at 12:00 midnight on the week they are assigned.
There are two due dates for discussion boards. To receive full credit, initial postings must be posted by FRIDAY, and at
least two replies to your classmates must be posted by MONDAY at 11:30PM. Dates are noted in the calendar in the
following way (x/x, y/y) where x/x is the Friday due date for your initial posting and y/y is the Monday due date for
your replies to your classmates.

Week/Date/Modality

Week 1

Week 2

Week 3

Week 4

Topics

Overview
 Welcome to course
 Course overview/Syllabus
 State ESOL Standards for Teacher
Preparation
 ELLs in our area

Culture
 What is culture?
 How does your culture influence
your worldview?

Culture
 Culturally responsive pedagogy
 Home, school, & community
issues
 Community & parental influences
on learning
Language
 Language structures & use

Readings/Assignments

Read
- Ch. 1 (Wright)
- Gottschalk article (in MyCourses)
- Start Here module links
Do
- Introductions discussion
- Email etiquette assignment – due
- Review ESOL Overview presentation
- Explore TESOL Resources module
Read
- Culture, Identity, & Development
(LAB at Brown University, 2002) (In
MyCourses)
Do
- Review Culture presentation
- Complete reflection on cultural
values – due in MyCourses
Read
- Ch. 9 (Diaz-Rico) (in MyCourses)
- Preparing for Culturally Responsive
Teaching (Gay)
Do
- Participate in discussion on Working
with ELs (2/1, 2/4)
Read
- Ch. 2, pp. 27-35 (Wright)
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Apply for SBH
this week

Week 5

Week 6

Week 7

Week 8

Week 9




Language functions
English grammar refresher & ELL
challenges

Language
 Language variation
 Dialects, pidgins, & creoles
 Discourse varieties

Language Acquisition
 Stages of oral language
development
 First language acquisition &
processes

Language Acquisition
 Second language acquisition
(SLA) & approaches
 SLA theory & practice (Krashen,
Cummins)
 Academic language objectives in
SLA

Instruction of ELLs
 ESOL Infused Lesson Plans
 ESOL adaptations & modifications
 Sheltered instruction models,
methods & techniques
 Content-area instruction

Instruction of ELLs
 Reading
 Writing
 Strategies for supporting ELLs’
literacy development

Do
- Review Linguistics presentation
- Complete school-based hours
placement survey & submit
screenshot to dropbox – due Participate in At the Pasar discussion
Read
- Ch. 2, pp. 36-47 (Wright)
Do
- Review parts of speech presentation
- Linguistic analysis project –in Chalk
& Wire
Read
- Ch. 3 (Wright)
- Review L1 & L2 development links
- Review Objectives Writing
presentation
Do
- Objectives Quiz –
Read
- L1 & L2 language development links
(in MyCourses)
- Considerations for lesson planning
with ELs presentation
Do
- Review Language Acquisition
presentation
- Review WIDA materials (in TESOL
Resources)
- SLA discussion
- Considerations for lesson planning
with ELs quiz – closes
Read
- Ch. 10 (Wright)
Do
- ESOL Infused Lesson Plan – due in
Chalk & Wire
- CCT information for school-based
hours placement – due in MyCourses
Read
- Ch. 8 (Wright)
- Ch. 9 (Wright)
- ESOL Strategies Matrix (in
MyCourses)
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- Family Engagement Presentation
requirements

Week 10

Instruction of ELLs
 Listening & Speaking
 Strategies for supporting ELLs’
oral proficiency development

Do
- Review the Literacy Development
presentation
- Review the Literacy Instruction for
ELLs links
- Connect with Family Engagement
Presentation group members
- Reading strategy presentation – due
in Chalk & Wire
Read
- Ch. 7 (Wright)

- Watch Ethics Workshop video
Do

- Complete Ethics Workshop quiz –
ends 4/1

Week 11

Week 12

Instruction of ELLs
 Assessment
 Technology resources for ELLs
 Immersion video

Instruction of ELLs
 ESOL and special needs
 Primary language support
 Advocacy for ELLs

- Review the Oral Language
Development presentation
- Work on School-Based Notebook
(SBN) assignments
- Work on Family Engagement
Presentation
Read
- Ch. 6 (Wright)
- Literacy, Technology, and Diversity
(Cummins et al.) (in MyCourses)
- Preparing ELLs to be 21st Century
Learners
- Assessment Links to Videos & Tools
- Family Engagement Presentation
requirements
Do
- Review Assessment & Technology
Resources presentation
- Participate in Assessment of ELs
discussion - Family Engagement
Presentation – due 4/8 in Chalk &
Wire
Read
- Ch. 11 (Wright)
- Ch. 12 (Hamayan, Marler, SanchezLopez, & Damico) *If you do not have
the text, read the scanned chapter in
MyCourses
Do
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Week 13

Week 14

Legislation to Support ELLs
 Historical overview & legal
foundations of LEP educational
practices
 The Florida Consent Decree &
other landmark cases
 ESOL identification, assessment &
placement of ELLs
 ESSA and the ELL
Programs of Instruction
 Components of instructional
programs
 Programs for ELLs
 Program for bilingual students

Week 15

Review

Week 16

Final Exam (Exam schedule set by)

- SBN: Observation paper – due in
MyCourses
Read
- Ch. 4 (Wright)
- 1990 Florida Consent Decree (in
MyCourses)
Do
- Take Consent Decree quiz in
MyCourses – closes - SBN: SOLOM
–in Chalk & Wire
Read
Ch. 5 (Wright)
Do
- Watch Speaking in Tongues video
- Participate in Speaking in Tongues
discussion
- SBN: Tutoring (4 hours) – due in
Chalk & Wire
- Record of Hours – due in Chalk &
Wire
Do
- Review Wright text
- Review Florida Consent Decree
- Review additional articles in
MyCourses
Final exam opens XX at 12:00AM
Final exam closes XX at 11:30PM

VII. Uniform Core Curriculum Assignments
Assignment Title
Consent Decree
ESOL Infused Lesson Plan

C&W

Y

FEAP

ESOL
3.1.c.
5.2.a.
2.2.d.
3.1.b.
3.2.a.
3.2.d.
3.2.e.
3.2.f.
3.2.i.
3.3.a.
3.3.b.
3.3.c.
4.1.b.
4.1.e.
4.2.a.

READING

1.B.2
2.F.5
4.1
4.10
4.2
4.3
4.8
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Family Engagement Presentation

Y

Graphic Organizer of Second
Language Acquisition
Theories/Bilingualism

5.d

4.2.b.
4.2.c.
5.1.b.
5.3.c.
3.1.
3.3.
4.1.
4.2.
5.1.
4.1.a.
1.1.a.
1.1.b.
1.1.c.
1.1.e.
1.1.f.
2.2.c.
1.1
2.2.
2.2.a. 3.1.a.

Linguistic Analysis Project

Y

2.1.a.
2.1.b.
2.1.c.
2.1.e.
2.1

Presentation of a Reading Strategy
for
ELLs

Y

2.3.a.
2.3.d.
2.3.e.
2.3.
5.2.a. 3.1.c.

Read 1990 Florida Consent Decree
Court Document and Summary
from
the FLDOE.org website, Ch. 4 –
Language & Education Policy for
ELLs, Ch. 5 – Program Models for
ELLs (Wright, 2015)
Read and discuss Ch. 1 – Who are
ELLs, Ch. 3–
Language Learning & Teaching
(Wright, 2015)

1.A.9
1.C.4
1.C.5
1.G.2
2.C.3
2.D.2
1.B.5

4.1

Read and discuss Ch. 1 Who are
English Language
Learners (Wright, 2015)

1.A.9

Read and discuss Ch. 2 – Language
(Wright, 2015)

1.G.1
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Read and discuss Ch. 2 Language, Ch. 3 –
Language Learning & Teaching,
Ch. 8 - Reading
(Wright, 2015)

4.2

Read and discuss Ch. 2 –
Language, Chapter 3 –
Language Learning and Teaching
(Wright, 2015)

1.C.4
1.C.5
1.G.2

Read and discuss Ch. 3 – Language
Learning &
Teaching (Wright, 2015)

4.3

Read and discuss Ch. 8 – Reading,
Ch. 10 – Content Area
Instruction for ELLs (Wright,
2015) Review and discuss ESOL
Infused Danielson Lesson
Plan Template noting ELL
Principles
by Jim Cummins.

4.8

Read and discuss Ch. 8 – Reading
(Wright, 2015)

2.B.3
1.B.2
1.B.5
4.10

Read and discuss Ch. 8– Reading
(Wright, 2015)
Review and discuss ESOL Infused
Lesson
Plan Template noting ELL
Principles
by Jim Cummins.
Read and discuss Ch. 9 Culturally
Inclusive
Instruction (Diaz-Rico, 2012)
Read Ch. 1 – Who are English
Language Learners (Wright, 2015

Read Ch. 1 – Who are English
Language Learners?, Ch. 3 –
Language
Learning and Teaching (Wright,
2015)
Read Ch. 10 - Content-Area
Instruction for ELLs (Wright,
2015)

1.A.9

1.1.a.
2.2.c.
1.1.b.
1.1.c.
1.1.f.
2.3.d.

4.1.a.
4.1.b.
3.3.b.
4.2.b.
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3.2.i.
3.2.a.
Read Ch. 11 – Primary Language
Support, Effective Instruction, &
Advocacy for English Language
Learners (Wright, 2015)

3.2.h.

Read Ch. 12 (Hamayan et al.,
2013)
Read Ch. 2 – Language (Wright,
2015

5.1.e.

Read Ch. 2 - Language, Ch. 3 –
Language Learning & Teaching
(Wright, 2015)

2.1.a.
2.1.d.
2.1.e.
2.2.b.

Read Ch. 2 – Language, Chapter 3
Language Learning and Teaching
(Wright, 2015)

2.1.b.

Read Ch. 2 – Language, Ch. 8 –
Reading, Ch. 9 - Writing (Wright,
2015)

2.1.c.

Read Ch. 3 – Language Learning
&
Teaching (Wright, 2015)
Read Ch. 3 – Language Learning
and
Teaching, Ch. 5 – Program Models
for
ELLs (Wright, 2015)
Read Ch. 6 – Assessment (Wright,
2015)

2.2.d.
2.2.a.
3.1.a.
3.1.b.

Read Ch. 7 – Listening & Speaking
(Wright, 2015
Read Ch. 8 – Reading (Wright,
2015)

5.1.a.
5.1.b.
5.1.c.
5.1.d.
5.2.b.
5.2.c.
5.3.a.
5.3.b.
5.3.c.
5.3.d.
5.3.f.
3.2.b.
3.2.c.
3.2.d.
2.3.b.
2.3.c.
3.2.e.
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Read Ch. 8 – Reading, Ch. 9 –
Writing
(Wright, 2015)
Read Ch. 9 – Culturally Inclusive
Instruction (Diaz-Rico, 2012)

2.3.a.

4.1.c.
4.1.d.
4.1.e.
4.2.a.
1.1.d.
1.1.e.
3.3.a.
3.2.f.
3.2.g.

Read Chapter 9 - Writing (Wright,
2015)
Read Culture, Identity, and
Development (LAB at
Brown University, 2002)

1.1.a.

Read Ch. 2 – Language, Ch. 8 –
Reading, Ch. 9 – Writing (Wright,
2015)

2.3.e.

Research current technological
resources for ELLs

3.3.c.

School Based Notebook: SOLOM
Assessment

Y

School Based Notebook: Tutoring

Y

View Immersion Video
View Speaking in Tongues video

1.A.9

5.1.a.
5.1.c.
5.2.b.
5.2.c.
5.3.a.
5.2.
5.3.
2.1.a.
2.1.b.
3.2.h.
2.1
3.2.b.
3.2.c.
3.2.j.
4.1.e.
5.3.d.
5.3.e.
3.2.
3.2.k.
5.1.d.
5.3.e.
3.1.c.

This course offers opportunities for students to engage with the following Universal Design for Learning
(UDL) principles and guidelines: 1.1, 1.2, 1.3, 1.4, and 2.1.
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Appendix J
COURSE SYLLABUS: TSL 4081

ESOL Issues: Principles and Practices II P12
The syllabus course calendar and other attending documents are subject to change during the
semester in the event of extenuating circumstances.
Course Prefix:
Section #:
Credit Hours:
Co-requisites:
Pre-requisites:

Day, Time and
Campus:
Modality:

Professor:
Office Hours:
Office Location:
Office Phone:
Email Address:

TSL 4081
3
None
TSL 3080 and admission to Educational Studies BS,
Prekindergarten/Primary Education (age 3 through grade 3) with Infused
ESOL and Reading BS, Elementary Education with Infused ESOL and
Reading BS, or Exceptional Student Education with Infused ESOL and
Reading BS.

Online - Weekly participation is required for attendance. Participation in
this course is defined as posting to the discussion board or submitting an
assignment.
Click here to enter text.
Click here to enter text.

ACADEMIC DEPARTMENT: College of Education
Dean:
Office Location & Number:

VIII. COURSE DESCRIPTION
This course is designed to serve as the culminating experience in the teaching of English to speakers
of other languages (ESOL) for the education major. Its main goal is to make the connection between
theory and practice. Special attention will be given to the areas of cross-cultural communications,
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second language acquisition theory and methods of teaching English language learners (ELLs).The 5
ESOL Domains are comprehensively covered throughout this course. 15 hours of field experiences.

IX. MAJOR LEARNING OUTCOMES
1. The student will demonstrate an understanding of the role of culture, family partnerships, and
resources for teaching and learning of ELLs from diverse backgrounds and at varying
proficiency levels in English. (ESOL Domain 1, Standard 1) by:
a. Adapting methods, strategies, and techniques according to the diverse learning styles,
cultural perspectives, and educational backgrounds of ELLs.
b. Integrating community, school, and parental resources to facilitate successful
interaction with ELLs.
2. The student will examine the subfields of applied linguistics and theories of second language
literacy development to support ELLs’ acquisition of English (ESOL Domain 2, Standards 1,
3) by:
a. Interpreting data based on oral, written, and reading samples of an ELL and construct
appropriate activities to support language and literacy development in English.
3. The student will integrate theoretical and practical knowledge and understanding of language
structure, use, and development (ESOL Domain 2, Standard 2) by:
a. Examining the interference between English and other languages.
b. Differentiating the use of language for social and academic purposes including culture
specific behaviors.
c. Examining the principles, characteristics, and terminology of current, first and second
language acquisition theories.
4. The student will determine appropriate teaching and learning strategies for ELLs using
principles of Second Language Acquisition (SLA) (ESOL Domain 3, Standard 2) by:
a. Assessing historical and current trends in SLA to facilitate language acquisition in both
social and academic language learning.
5. Assessing historical and current trends in SLA to facilitate language acquisition in both social
and academic language learning.
a. Identifying essential strategies for teaching speaking, listening, reading, and writing
including content-area instruction for ELLs.
6. The student will plan, adapt, and use evidenced-based strategies, materials, and technological
resources to support instruction for ELLs and those students with limited formal schooling
(LFS). (ESOL Domain 4, Standards 1, 2) by:
a. Designing instruction appropriate for ELLs based on age, content, and language
proficiency.
7. The student will identify and use a variety of assessment procedures and instruments to asses
ELL’s language and literacy development based on state and federal guidelines. (ESOL
Domain 5, Standards 1, 2, 3) by:
a. Developing and/or adapting formal and alternative assessment measures with
appropriate instructional modifications to accurately assess and evaluate ELLs on a
variety of topics.
b. Analyzing student’s English language proficiency level and determining the
appropriate instructional strategies.
c. Differentiating indicators of learning disabilities and limited English proficiency.

X. REQUIRED TEXTBOOK(S), RESOURCES AND MATERIALS
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F. Required Textbooks
Textbook(s)
Required: Herrell, A.L. & Jordan, M. (2016). 50 strategies for teaching English
language learners (5th ed.). ISBN: 978-0-13-380245-0
Recommended:
Chalk & Wire
Chalk & Wire is a requirement for all COE students enrolled in a bachelor’s degree program and for
all EPI students.
Students using eBooks must have access to the eBooks during class sessions.
G. Supplemental Material
Resources:
Materials:
Library:
H. Technology
Technology is an essential tool for receiving and developing instruction. Students are expected to
reference MYCOURSES continuously to assure all current content for class has been accessed.
Additionally students are expected to be familiar or familiarize themselves with PowerPoint
presentation methods.
The instructor of this course frequently uses smart boards, ELMOs, power point, digital media, and
web based resources to disseminate information and engage preservice learners and students.
All work must be submitted in a format compatible with Microsoft Word (e.g.: .doc, .docx, .rtf)
I. Supplies

XI. COURSE REQUIREMENTS & EXPECTATIONS
C. School Based Hours Course Requirements
This course requires 15 hours of observation/participation in a public K12 school as approved by
the Office of School Partnerships. As part of the school-based hours for TSL 4081, students are
required to tutor English Learners for eight (8) of the 15 hours. ESOL SBHs must be completed
with an ESOL Endorsed/Certified Cooperating Classroom Teacher (CCT) in an educational
setting with at least one ESOL student currently receiving ESOL Services.
Any student who is registered for a course with SBH / FEH is required to complete the Survey
Level Field Experience Placement Application via the survey link:
D. ALL Course Assignments
Course Assignments
Email etiquette assignment
Introduction (discussion)
Culture (discussion)
Interview with a former ELL quiz
Getting started with ELLs (discussion)
ALOs (discussion)
Oral communication modeling
Reading & vocabulary modeling
Writing & grammar modeling
Modifying instruction modeling

Points
20
10
10
20
10
10
30
30
30
30
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Applying ESOL strategies (discussion)
CCT information for school-based hours
Evaluation project: Text evaluation
Evaluation project: Commercially-made assessment*
Unit plan*
School-Based Notebook: ELL proficiency assessments*
School-Based Notebook: Case study*
School-Based Notebook: Tutoring (8 hours)*
Evaluation project: Teacher-made test evaluation*
Record of hours*
Final exam
TOTAL

10
20
50
50
200
100
100
100
50
20
100
1000

* Assignments labeled with an asterisk (*) denote required assignments that must be
submitted to Chalk & Wire and earn a score of 2.0 or higher on each criteria.

UCC Assignments: Teacher candidates must demonstrate Uniform Core Curriculum (UCC) competencies and
earn a 2 or higher for each indicator on all UCC assignments [FEAP, ESOL, FSAC, Reading Competencies
(RC), Other Elements and Florida State Standards (FSS)] in order to successfully pass the course.
If the teacher candidate has not successfully demonstrated the UCC competency as stated above, he/she may
have an opportunity (within the term) to work with the instructor to improve the understanding of the concept.
The assignment must then be corrected and resubmitted, and will not receive a grade higher than a C. In the
event of cheating or plagiarizing, see BOT Rule 6Hx23-4.72 for consequences.
Students in a degree program must upload into Chalk & Wire all FEAP, ESOL, and RC assignments (identified
as Critical Reading Tasks) as denoted in the Uniform Core Curriculum Assessments table at the end of the
syllabus.
For courses with lesson planning:
Adapting or modifying a lesson plan from an existing source (i.e., the internet) does not mean
“copy and paste.” It means that, if you use someone else’s intellectual property for this purpose,
you may read through the given source for ideas, but then rethink and rewrite the idea in your own
words with your own modifications to meet the needs of the assignment. Anything adapted or used
verbatim must be cited with credit given to the author(s). This includes specific citations on all
supplementary materials (i.e., assignment sheets, graphic organizers, checklists) that are not
originally your work. This applies to all COE lesson plans unless the instructor directly specifies
otherwise.
C. GRADING




Course assignment details can be found in MyCourses by clicking on the Course Content tab.
Assignments submitted up to one week after the due date will receive a letter grade deduction.
Assignments submitted more than one week after the due date will earn a zero in the grade
book.
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Discussions and quizzes are only open during the times designated in the course syllabus;
therefore you cannot make up a missed discussion or quiz
For assignments noted with an asterisk (*) above, the work must earn an Acceptable score for
each indicator in Chalk & Wire, even if no credit is earned for the assignment.
Incomplete assignments will NOT be graded.
Required resubmissions will result in a letter grade penalty. One point will be entered in the
gradebook to reflect submission; the assignment will be evaluated for a passing grade once it
meets the Chalk & Wire requirements. Carefully reading directions, sample assignments, and
rubrics will help you to be successful in this course.
10% can be deducted from assignments as a result of poor presentation, conventions (e.g.
grammar, APA style), and support documentation as described in the course instructors
assignment directions.
Attendance is required for COE courses.
Grading Scale:
Points
900-1000
830-899
750-829
680-749
<679

Percentage
90-100%
83-89%
75-82%
68-74%
< 67%

Letter Grade
A
B
C
D
F

XII. SYLLABUS STATEMENTS COMMON TO ALL COE SYLLABI
B. COE SYLLABUS STATEMENTS
Each student must read all topics within this syllabus and the content of the links. If the student
needs clarification on any items in the syllabus or linked statements, he/she should contact the
course instructor.
If you remain enrolled after the drop date this signifies that you agree to abide fully by the
parameters set in this syllabus and any syllabus addendum.

XIII. CALENDAR AND TOPICAL OUTLINE
Readings – Complete before the class meeting for that week after Week 1.
Assignments – Details for all assignments are located under the Content tab in MyCourses. All
assignments are due on Monday by 11:30 pm.
Discussion Boards – There are two due dates for discussion boards. To receive full credit, initial
postings must be posted by Friday, and at least two replies to your classmates must be posted by
Monday at 11:30pm. Dates are noted in the calendar in the following way (x/x, y/y) where x/x is the
Friday due date for your initial posting and y/y is the Monday due date for your replies to your
classmates.
Week/Date/Modality
Topics
Readings/Assignments

215

Week 1

Week 2

Week 3

Week 4

Week 5

Overview
 Welcome to course
 Course overview/syllabus
 Diversity of ELL
population

ESOL Review
 Legislation
 Programs of Instruction
 Culture

ESOL Review
 Linguistics
 Second Language
Acquisition
 Levels of English
proficiency
 English proficiency
standards

Getting started with ELLs
 Identification
 Assessment
 Establishing routines

ALOs & WIDA
 Academic language
objectives
 WIDA standards

Read
- Lavadenz (2010) article (in
MyCourses)
Do
- Participate in Introductions
discussion board
- Review the ESOL Overview
presentation
- Explore TESOL Resources
Read
- Ch 1 Differentiation for ELLs –
Fairbairn Jones-Vo (pp. 1-20)
(in MyCourses)
Do
- Review Legislation, Programs
of Instruction, & Culture
presentation
- Participate in Culture
discussion
Read
- An Introduction to the
Strategies & Theoretical
Overview (Herrell & Jordan)
Do
- Review the Linguistics, SLA, &
English proficiency
presentation
- Watch Interview with a Former
ELL
- Take the Interview with a
Former ELL quiz
Read
- Ch. 1 (Herrell & Jordan)
Do
- Review the Getting Started with
ELLs presentation
- Participate in the Getting
Started with ELLs discussion
Read
- Ch. 22, 27, 34 (Herrell &
Jordan)
Do
- Review ALO & WIDA
presentation
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Week 6

Week 7

Week 8

Week 9

Teaching the 4 Skills
 Differentiating instruction
for multiple levels

Teaching the 4 Skills
 Oral communication

- Download Can Do Descriptors
for grade level of your Unit
Plan
- Participate in ALO discussion
Read (all in MyCourses)
- Ch 1 Differentiation for ELLs –
Fairbairn Jones-Vo (pp. 21-39)
- Appropriate
Assignment/Assessment
Procedures for ELLs
- Textbook Selection for the ESL
Classroom – CAL
- Content-area materials for
ELLs
Do
- Review presentation on
Differentiating Instruction for
ELLs
- Evaluation Project: Text
Evaluation – due in MyCourses
Read
- Ch. 2, 3, 6, 9, 23, 24, 38
(Herrell & Jordan)

Teaching the 4 Skills
 Reading
 Vocabulary

Do
- Review presentation on Oral
Communication
- Participate in Oral
Communication Modeling
discussion
Read
- Ch. 7, 10, 11, 18, 26, 29, 32, 35,
37 (Herrell & Jordan)

Teaching the 4 Skills
 Writing
 Grammar

Do
- Review presentation on
Reading & Vocabulary
- Participate in Reading &
Vocabulary Modeling
discussion
- Placement for School Based
Hours – due in MyCourses
- Evaluation Project:
Commercially-Made
Assessment – due in Chalk &
Wire
Read
- Ch. 12, 13, 19, 20, 33, 39
(Herrell & Jordan)
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Do
- Review presentation on Writing
& Grammar
- Participate in Writing &
Grammar Modeling discussion
Week 10

Week 11

Week 12

Week 13

Week 14

Instruction of ELLs
 Content-based instruction

Read
- Ch. 5, 8, 14, 21 (Herrell &
Jordan)

Instruction of ELLs
 Content-based instruction

Do
- Review presentation on
Content-Based Instruction for
ELLs
- Unit Plan –in Chalk & Wire
Read
- Ch. 4, 17, 40, 41

Instruction of ELLs
 Modifying instruction for
ELLs

Do
- SBN: ELL Proficiency
Assessments – due in Chalk &
Wire
Read
- Ch. 15, 16, 28, 30, 31, 36, 42
(Herrell & Jordan)

Instruction of ELLs
 Assessment of ELLs
 Modifying assessments for
ELLs

Instruction of ELLs
 Teaching content and all
the language skills

Do
- Review Modifying Instruction
presentation
- Participate in Modifying
Instruction for ELLs Modeling
discussion
- SBN: Case Study – due in Chalk
& Wire
Read
- Ch. 25, 43-49
Do
- Review Assessment
presentation
- SBN: Tutoring (8 hours) – due
in Chalk & Wire
Read
- Ch. 50, Teacher Resources
(Herrell & Jordan)
Do
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- Participate in discussion on
applying ESOL strategies in the
classroom
- Evaluation Project - Part III:
Teacher Made Test Self
Evaluation/Assessment – due in
Chalk & Wire
-Record of Hours – due in Chalk
& Wire
Week 15

Review

Week 16

Final Exam

Do
- Review for final exam
- Extra Credit Quiz on
Supplemental Advocacy
Chapter. You will have access
to this quiz until XXXX at 6:00
am
Exam opens XXXX at 7:00 am
Exam closes XXXX at 11:30
pm

XIV. Uniform Core Curriculum Assignments
Assignment Title
Assessment Project:
Commercial Test Assessment

C&W
Y

Assessment Project: Teacher
Made Test Self
Evaluation/Assessment
Contrasting Observable
Behaviors of ELLs

Y

Educator Check-In On
Culture Checklist

ESOL
5.1.c., 5.1.d, 5.1
5.3., 5.3.b.

5.1.e.
1.1.a.

ELL Proficiency Assessment
Final Exam
Project/TEXT Assessment
Read Herrell & Jordan (2016)
Read Lavadenz (2010)
Read and discuss Ch. 1
Differentiation for English
Language Learners: Key
Considerations (Fairbairn &
Jones-Vo, 2010)

READING

1.G.3, 2.G.5,
3.9
3.1.a.
2.A.7
3.1.a.
2.2.a.
3.3.b., 3.3.c., 4.1.c., 4.1.d., 4.1.e.,
4.2.a., 4.2.b., 4.2.c., 5.1.a., 5.2.b.,
5.2.c., 3.3.a., 2.3.c., 1.1.a., 1.1.b.,
1.1.c., 1.1.e., 1.1.f., 2.2.b.

1.G.3
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Read Ch. 1 – Theoretical
Overview (Herrell & Jordan,
2016)
Read Ch. 11 – Linguistics and
Literacy (Barry, 2008)

2.2.a., 2.2.c

Read Herrell & Jordan (2016)

2.1.a., 2.1.b., 2.1.c., 2.1.d., 2.2.d.,
2.3.a., 2.3.e., 3.1.b., 3.2.a., 3.2.b.,
3.2.c., 3.2.d., 3.2.e., 3.2.f., 3.2.g.,
3.2.i., 3.2.j., 4.1.a.
2.2.b., 2.2.c., 2.2.d.
3.3.c.

2.3.b.

Read Lavadenz (2010)
Research current technological
resources
School Based Notebook: ELL
Proficiency Assessments

Y

School Based Notebook:
Tutoring
School-Based Notebook: Case
Study
Unit Plan

Y

Videotaped Interview with
former ELL

Y
Y

5.1.a., 5.1.c., 5.2.b., 5.2.c., 5.3.a.,
5.1., 5.2., 5.3., 2.1.a., 2.1.b., 2.1.c.,
2.3.b., 2.3.c., 2.3.d., 2.3.e., 3.2.h.,
2.1, 2.3.
3.2.b., 3.2.c., 3.2.j., 4.1.e., 5.3.d.,
5.3.e., 3.2.k., 3.2., 5.2.a.
1.1.a., 1.1.b., 1.1.c., 2.2.a., 2.2.b.,
2.2.c., 2.2.d., 3.1.c., 1.1, 2.2., 3.1.
3.1.b., 3.2.a., 3.2.d., 3.2.e., 3.2.f.,
3.2.i., 3.3.a., 3.3.b., 3.3.c., 4.1.a.,
4.1.b., 4.1.e., 4.2.a., 4.2.b., 4.2.c.,
5.1.b., 5.3.c., 5.3.f., 3.1., 3.3., 4.1.,
4.2., 5.1.
5.1.e., 1.1.b., 1.1.d., 1.1.f.

4.9

4.9, 5.12

This course offers opportunities for students to engage with the following Universal Design for Learning
(UDL) principles and guidelines: N/A.
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Appendix K
Semi-Structured Interview Questions
(Open to elaboration)

1. Discuss the first ESOL specific class, TSL 3080. Explain your initial understanding of
ESOL and feeling of confidence when you started the program. In what ways did your
understanding of ESOL change by the end of the course?
2. (Share overall ESOL pre and post survey results) Get thoughts on this-for example:
a. Why do you think overall, students had less confidence working with ELs in the
beginning of the program? Explain how you felt.
b. Why do you think students in general are or are not comfortable teaching ELs?
c. Do you agree that you felt more confident working with ELs by the end of the
semester? Why or why not?
3. Can you point to an experience in this class that changed how you feel or gave you more
confidence?
4. In what ways did the assignments in the TSL 3080 class impact your feeling of cultural
competence? Discuss critical assignments:
a. Reflective Discussions-Appendix B-reflecting on the roles you play in your life
and your experiences.
b. Cultural Readings-Brown University, Wright Text, etc.
c. Working with Multicultural books in class (if applicable).
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d. Family Engagement Project –Appendix D-collaboratively researching another
culture with classmates. Discussing the views of other cultures, family dynamics,
traditions and other social constructs of another culture to think of potential
barriers to family engagement and ways to overcome.
e. School-based hours
i. Tutoring Assignment-Working a minimum of four hours with English
Learners- thinking about what was successful and what was challengingReflect on the social constructs of the students you worked with.
ii. Observation Paper
5. In TSL 4081, did you feel more confident in the beginning? What are some examples of
why you feel more confident?
6. In what ways did TSL 4081 foster confidence in working with ELs?
7. Discuss the assignments in TSL 4081 and anything that may have affected confidence
level with ELs.
a. Culture Discussion-Appendix D
b. School-based hours:
i. Tutoring-Appendix E-in what ways were you able to apply cultural
relevant pedagogy?
1. What were some of the challenges you faced in this aspect? What
would you do differently next time?
2. What was successful and why?
ii. Case study-Appendix F-In what ways were you able to identify culturally
relevant pedagogy in the classroom? In the school?
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8. With your classmates, have there been any social interactions or discussions around
culture that you can recall? What were they?
9. Were there any social interactions around culture among students, that you are aware of,
during any of your school-based hours? What were they?
10. Were there any social interactions or discussions among classroom teachers at any school
where you completed school-based hours? What were they?
11. Explain what cultural competence means to you.
12. Explain culturally relevant pedagogy. Do you notice CRP in the schools during your
school-based hours?
13. Overall, do you think that reflecting on your own culture helped you to be successful
teaching culturally and linguistically diverse students?
14. How do you feel about teaching ELs? In what ways do you think you will be able to
apply the theory and strategies you learned in the classroom?
15. Overall, do you think reflections of working with culturally and linguistically diverse
students helped you to be more successful?
16. Can you recall any of the ESOL integrated content you learned in other general education
courses in your program? In what ways did they affect you feeling of confidence
working with English Learners?
17. Is there anything else you can tell me about your ESOL experiences in the College of
Education?
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Appendix L
IRB Letter
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Appendix M
CITI Program Human Research Course Certificate
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Appendix N
CITI Program Human Subjects Refresher Course Certificate
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